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Preface

The twenty-second annual meeting of the Central States Conference took
place in the Twin Cities in cooperation with the Minnesota Council on the
Teaching of Foreign Languages. The theme, “Twin Issues: Defining the
Future and Making It Happen,” considered the priorities for the next
century that have been delineated through ACTFL initiatives and con-
centrated on moving ahead in a proactive manner. From these priorities,
the Board of Directors of CSC selected three issue< of particular interest:
foreign language in the elementary school (FLES), teacher training, and
advocacy. The subthemes of this ye=r’s conference, then, focused on these
topics.

Across the nation, there has been great renewed interest in FLES.
Foreign language educators are now offering several different FLES
models based on recent research and theory, determined not to make the
same mistakes that led to the demise of the many FLES programs of the
sixties. Among these models is immersion, a dramatic concept that is
proving fo be extremely successful in many different areas. Sessions,
workshops, and panels at CSC-90 discussed new movements in the area of
FLES and its promise for the future.

Teacher training remains an area of crucial importance as states
mandate foreign language study whiie implementing more rigorous cer-
tification requirements. With increased attention focused on the less
commonly taught languages, the profession must look ahead to fill
staffing needs. Presenters looked at models of teacher training that
concentrate on the less commonly taught languages and at others that call
for better articulation and collaboration between secondary schools ard
colleges and universities.

As we continue to grow in numbers and influence, {oreign language
professionals will want to be aware of the importance of advocacy and
what we can do for ourselves. Several organizations and individuals
shared ideas on promoting successful foreiga language programs while
gaining support for proposed progran:s of the future.
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The CSC-90 annual meeting offered something of interest for every
conference participant. As we look at current developments and prepare for
the future, we are <ure to find new ideas and challenges together, sharing
expertise, becoming better informed professionals. We are confident that the
annual Central States Conferences provide a forum {or doing so.

Diane E Ging
1990 Program Chair
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Iniroduction

Gerard L. Ervin
The Ohio State University

At least in the United States, it is probably no exaggeration to say that
foreign language instruction has, historically, reached its full potential for
very, very few studeats: the “monolingual American” is almost a redun-
dancy. Worse yet, one could make a credible case to the effect that the
experience of “taking a foreign language” leaves the field of foreign
language study with more detractors than devotees.

The roots of this failure—and it most certainly is a failure of
mammoth proportions—are highly complex. They have to do with the
traditional isolation of a country protected by two huge oceans; the size of
a country that throughout its history has been, in the main, linguistically
hemogeneous; and the temporary worldwide economic dominance of a
country that has enjoyed the blessings of abundant natural resources, a
superbly benevolent climate, some accidents of history, and (lest we give
ourselves no credit at all) theenergy of a young and resourceful population
of immigrants to a new world.

But these conditions are changing. Though the oceans are still there,
for examiple, their “protective power”” has weakened almost to th. 1. oint of
nonexistence: transoceanic cables, followed by earthbound radio
transmissions, followed by satellite relays have brougk:t telephone, radio,
print, and television signals from virtually every area of the world into our
heartland. Ever-faster ships, followed by propeller-driven planes,
followed by jumbo jets and even supersonic transportation have given
every American access to an; major European, Latin American, African,
or Asian city within a niatter of hours. And the advent of ballistic missiles
carrying nuclear warheads has made it virtually certain that should
superpower hostilities break out, the results would be catastrophic even
for the “winner.”

Like our erstw hile geographic security blanket, our nation’s linguistic
homogeneity can no longer be taken for granted. Our indigenous as well as
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X Reulizing the Potential of Foreign Language Instruction

our immigrant non-English-speaking populations are growing both in
numbers and assertiveness. Whether this grow th is treated as an omien ‘or
an opportunity depends largely o.: one’s frame of reference. Even among
foreigm language teachers there are divergent opinions about appropriate
responses, as there are in ethnic populations. For all of us, however, this
growth represents a challenge: the consequences of simply ignoring
potential linguistic and ethnic riv alries within the borders of a single nation
are simply too clear and —if other nations that have faced and failed to
deal with this proolem are any indication—too tragic to countenance.

Finally, and perhaps most acutely at the time of this writing, the
economic dominance of the United Stutes that followed her emergence
from World War Il began to crumble in the siaties and seventics. By theend
of the eighties this dominance was clearly history. The new economic
strength of the countries of th. Pacific Rim caught us largely unprepared;
it *s now being debated and scrutinized for both its origins and its
implications. The emergence of an economically uaifiecd Western Europe
in 1992 has sent financial analy sts and stuckbrokers scramnbling to find
ways to get a picee of the action. And the monientous political events in
Eastern Europe of 1989 and early 1990 will undoubtedly have major
economic repercussions around the world as those highly educated,
lavor-rich, and product-starved countries enter the world’s financial
mainstream, as they currently seem certain to do.

In the face of these changes, it is fitting— ahmost extraordinary —that
the 1990 Central States Conference selected as its thenie “Defining the
Future and Making It Happen,” from which the title of this volume,
Realizing the Potential of Foreign Language Instruction, was
intentionally derived. In section I, two papers examine the past and the
future of foreign language study at the start of 2 new decade and find
compelling reasons for renewed attention and support. Mary Hatwood
Futrell’s keynote presentation from the 1989 Central States Conference in
Nashville sets the tone, reminding us that success in foreign language
classes is and must be within the grasp of all children, and that to offer
them (or expect of them) less than a full measure of achievemnent 1s to do
them, and our nation, adiss~rvice that we will piy for in the not-so-distant
future. Alan Garfinkel and *lolly Schrank examine the rationales for
foreign language study and fir.d the differences between them to be more
interpretive than real, they suggest that there is room for both the

11




Introduction xi

hutnanist and the pragmatist within our profession, and that neither does
well to denigrate the motives of the other.

In section 11, we turn from ethical and philosophical considerations of
the futuze »f foreign lauguage study to practical issues. Young children ure
without a <oubt the most linguistically talented age group in any
ponulation. Thus, it would be hard to deny that for foreign language
educators, foreign lunguages in the elementary_school (FLES) and foreign
language exploratory courses {FLEX) are, or atleast should be, a focus of
our future. Paula K. Strupeck and Ann P. Watson describe a successful
kindergarter. -lementary school French program that has captured the
attention of children, teachers, administrators, and parents. Aleidine J.
Moeller presents techniques that have been successful in setting up the
German component of a FLEX program and that may be adapted to
muany other languages. Keiko K. Samimy and Elizabeth Bernhardt turn
our attention to an experimental program that used counseling-learning
techniques to teach Japanese at the middle school level. And Audrey L.
Heining-Boynton reports on a sy stemwide taculty development effort for
elementary school teachers of Spanish, many of whom were entering that
field for the very first time.

As much as we might agree that the youngest foreign language
students are also those who are most likely to succeed in ultimately
developing usable fluency, the fact is that for the foieseeable future, the
fargest population of foreign language stude nts in America will be at the
secondary school and college levels. Inresponse to this reality, four papers
in section 1 examine considerations of foreign language teaching and
Jearning for these populations. O. Lynn Bolton, Diana E. Bartley, Anthony
Ciccone, and Karen Weiss, representing a team of secondary school and
college foreign language educators, examine the response of the State of
Wisconsin te i themie that we have heard in the past, and will surely hear
more of it the future. articulation hetween secondary school and college
foreign language programs. Christine M. Campbell cescribes the
intricacies of preparing reading-compiehension test items for young
adults, sharing the many years of experience of the Defense Language
Institute in developing such tests. Claus Reschke urges us to have students
write more m our classes, and offers a way for language teachers to assign
increased arpounts of _neaningful v sitten work without overburdening
themselves with detailed correction of student co.npositions. Finally,
Jeffrey L. Buller, using the classics as a point of departure, shows a
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methodology for combining the study of language and history with the
critical analysis of fact-based historical fiction. The results of such a
merging can be both challenging and eajoyable to students, who are likely
to retain the lessons of the intellectual experience well beyond the time
that they might be able to demonstrate control over declensions and
conjugations.

Many of the papers in this volume make reference to either the
ACTFL/ETS or the ILR proficiency guidelines, or both. Our profession is
still divided on the question of whetler these, or any, proficienc:
guidelines can serve a useful purpose. But the extent to which their
existence has stimuiated foreign language educators during the 1980s to
reexamine what we have been and will be doing in o classrooms clearly
has won the guidelines a permanent place in the records of our profession.
These guidelines have never before been published in their entirety in the
Central States Report series, and are therefore included in the appendices
to this volume.
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Reasons for Shame,
Reasons for Pride:
Foreign Languages and
Democracy in America

Mary Hatwood Futrell

National Education Association

By w ay of introduction, let mie say that it is as much a pleasure to address
this group as it is an embarrassment to admit before you that Tknow only
one language. During my many visits abroad, to Israel and the Soviet
Uni'n, to China and Japan, and to most of Western Europe, I have always
felt « sense of inadequacy as I've watched the dignitaries and officials of
other nations converse it tw o, three, or sumetimes even four languages
while my other American colleagues and I have needed the assistance of a
translator to understand every *+ord uttered in another language.

These experiences, hardly pleasant, have led me to reflect on the fact
that there was a time, not terribly long ago, when foreign language study
in the United States— at both the secondary school and university levels —
required no defense, no explanation, and no rationale.

At one time it was a pedagogical given — an axiomatic foundation of
the philosophy of education — that the phrase “Educated Monoglot” was
aprimeexample of an uaymoron, and belonged in the same category with
phrases like “jurnbo shrimp, aitline cuisine, congressional ethics, peace-
keeping missiles, and winnable nuclea, wars.” The understanding that
prevailed, in other words, was that the terms educated and monolingual
could not be conjoined without creating a contradiction.

At that time — o time that now seems so distant —foreign languages
were seen not as frills, nor as the preserve of dilettantes and intellectual

14




2 Realizing the Potential of Foreign Language Instruction

elitists, but as the proper and necessary possession of any student whose
education extended beyond the eighth grade. In 1893, for example, the
NEA’s Commitiee of Ten, under the leadership of Harvard president
Charles W. Eliot, took the position that the secondary school curriculum
must in “lude the study of Latin, German, and French. I remind you that
the Committee of Ten sought to specify a curriculum for all students. At
the time the report was issued, the very questionable practice we now
term “tracking” had not yet come int being.

How Did We Get Here?

But then was then, now is now, and now is different from then. What
happened? It is this question that I will address—and attempt to answer—
this afternoon. My remarks will be somew hat speculative. I do not clain
thatriy analysis will explain in full or with finality the decline in foreign
language proficiency among U.S. students. I claim only that the develop-
ments [ will emphasize have contributed to this decline, and that, as
contributing factors, they have received inadequate attention.

Democratization

The first development that deserves serious attention is the democratiza-
tion of American education. This democratization—the slow and often
painful process by which we came to embrace the ideal that access to
educational opportunity at every levelis a fundamental civil right—might
be viewed as a continuum. We might, in other w ords, contend that our
national history is the history of a steady movemnent tow ard inclusiveness,
a history of opening the classroom door wider and wider until all
youngsters acquired access to full educational opportunity.

This view, unfortunately, is at odds with histor*al reality. The more
accurate view is that the democratization of American education came
about through a series of fits and starts. Abrupt breakthroughs, not
continuity, are respunsible for the triump-h of the ideal of equality of
opportunity.

Two developments --both of which occurred during my lifetime—
lend credence to this theory. First, after World War II, the G.1. Bill opened
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Reasons for Shaine, Reasons for Pride 3

our nation’s colleges and universities to thousands of veterans who would
not otherwise have been able to attend. Second, the 1954 Supreme Court
decision in Brown vs. the Board of Education began the process by which
first blacks, and then other minorities, became part of the K 12 educa-
tional system that had previously been reserved for the white majority.
These two developments signaled, or so it ;eemed, the beginning of the
end for elitism in American education. The educational opportunities that
had first existed only for the few, then for the many, were now, at least in
theory, available to all.

At this point we stood at the edge of what could have become the
Golden Age of American education. I want to give this point special
emphasis precisely because it differentiates my analysis from that of Allan
Bloom. My view, in stark contrast to Bloom’, is that the emergence of a
more egalitarian educational system did not signal the end of a golden age
It signaled not the closing of the American mind, but the opening of
America’s eyes.

Lowered Standards

With eyes wide open to the power inherent in pluralism, America could
fuse Athenian ideals with Jeffersonian ideals  an active commitment to
excellence and an active commitment to equity. We could now give life to
the wise words Alfred B. Smith spoke in 1933~ words that Allan Bloom,
of course, sternly rejects. Said Smith. “All the ills of Democracy can be
cured by more Democracy.” That was the promise before us, the promise
of demucracy deansed aind healed and ennobled by more democracy.
But the promise remained unfulfilled. For the social progress toward
inclusiveness—this glurious develupment —soun gave birth to another
development, une that we usually designate with the phrases “dilution
of academic standards™ and the “dumbing down of the curriculum.” In
brief, the educadonal establishment—faced with an influx of students
who were viewed as not worthy and not capable of mastering the
traditional curniculum —became the victim of its own self-fulfilling
propliecy. Standards were diluted, expectations lowered, and curricula
emptied of the most demanding acadernic material - all in the name of
making our scwuols more democratic. Science, mathematics, classical
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4 Realizing the Potential of Foreign Language Instruction

languages—and eventually all foreign languages—were defined as too
demanding for the masses.

Under these conditions, the tough curriculum that had once been the
core curriculum, that is, the ceinmon school curriculum, became less and
less common. In fact, it nearly became extinct. And foreign languages
were among the first casualties.

Some may ask what really happened here. I submit that covert
elitism had come to guide U.S. education policy. Stated more bluntly, the
policy makers who ruied education decided—despite the absence of
evidence that would suppert their decision—that “education for all”
demanded “mediocrity for all.” Stated even more bluntly, policy makers
decided that equity in education could not possibly be compatible with
excellence in education.

Was discrimination a factor in this policy making? If we are honest,
the answer is yes. Was ethnocentrism a factor? Again, the honest answer
is yes.

My contention, then, is that the presumed incompatibility of equity
and excellence proved a decisive factur in the dilution of standards that
pushed foreign languages to the margins of the standard curriculum. .t
times, and inmany places, foreign languages were not just confined to the
margins—they were pushed off the page entirely!

National Superiority

This unfortunate development was compounded by what can only be
termed the arrogance of power. There were those who believed that a
nation that had attained economic and military superiority unrivaled in all
of human history could not bee:pected to stoop to the lev: 1 of learning the
languages of nat.ons that were, by comparison, midgets.

These two developments — the covert retreat from egalitarian ideals
and the national apathy that so often accompanies a sense of national
superiority —combined to produce what would in time be termed “A
Nation at Risk.”

Teachers, of course, would —as usual—be blamed for this national
crisis. But let the record show that teachers had no voice ir the educational
policy decisions that created this crisis. Nor did teachers create the climate
that bred national complacency. Let me assure you, as a K- 12 teacher and
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as ablack woman, that I have fought during my entire career for tougher,
more demanding standards for all stedents. Let me also add, to inject a
very personal note, that I resent—I am insulted by—the idea that blacks
and Hispanics cannot meet the most exacting academic standards, cannot
master physics or chemistry or ancient Creek or modem Chinese.

I was raised to believe that race and gender, peer pressure, and yes,
even poverty, are no excuse for failing to achieve in school. My teachers—
and my mother was my first and best teacher—-would not accept my
background as an excuse. And when I began teaching, in an all-black
school incidentally, I excused no one from the demand for excellence.
Today, I think my teachers are being vindicated. For we as a people have
been forced—by new economic realities and by amassive reshaping of the
worldwide geopolitical landscape—to admit at long last that we need the
contribution of every American child. We are becoming aware that every
American student must reach fui! potential, and that instead of softening
curricular content, we must toughen our national will and toughen
academic expectations for all students, regardless of race, ethnicity, or
socioeconomic status.

The call for a resurgence of foreign lar  age studies is one result of
this new attitude. This call now comes from the highest sources—from the
National Governors’ Association, from presidential commissions. from
the CEOs of Fortune 500 corporations. The result is that we now see,
belatedly and sumewhat sluggichly, movement toward the true democra-
tization of American education. We got nowhere when that ideal was a
moral imperative. We see progress now precisely because what was a
moral imperative has become an economic imperative. A trickle-down
effect, to invoke an old phrase, has now come into play. The economic
imperative for a work force that can carry us through the twenty-first
century has created an imperative for global understanding that in turn
has created an imperative for foreign language proficiency. In brief,
economic adversity has taught us that the study ... “oreign languages isnot
an aristocratic luxury, but rather a democratic necessity.

This understanding is still in its infancy. But I would expect its
movement through childhood and adolescence to full adulthood to be
swift. The demands of life within the global village —within our shrunken
world—will, in short order, propel foreign languages to a central place,
not only within university curricula, but indeed within K 12 curricula.

18




6  Realizing the Potential of Foreign Language Instruction

Pragmatism

Is this a rosy picture? In some ways, surely. That's why I want to qualify
it immediately. For example, if we elevate foreign languages to a new
prominence only because of the economic challenge America now
confronts, if we view foreign languages primarily or even solely as
weapons in an economic war that has reached crisis proportions, then we
face the very real danger that when the crisis passes, so too will the day in
the sun for foreigr: languages.

That has happened before. The 1957 National Defense Education
Act, passed by Congress in response to the launch of Sputnik, diverted
massive funds to the cause of improving and expanding inath and science
as well as foreign language instruction. But as soon as America’s own
space program got off the ground, so to speak, the funds dried up and
interest in foreign languages diminished.

A very similar sequence followed the Arab oil embargo in the carly
1970s. A surge of interest in foreign languages swept the nation and made
its impact felt throughout the educational community. How quickly that
surge subsided! Between 1970 and 1985, the numnber of bachelor’s degrees
‘in foreign languages declined by 53 percent. We do not need a repetition of
this scenario. And yet, repetition appears likely.

Perhaps we can understand why we may expect this repetition if we
examine the discourse on education reform: Today we are told with
increasing regularity that knowledge is a commodity, education an indus-
try, leaming an asset, research an enterprise. We are told in effect that the
business of education is business. And personally, I don't feel that any
philosophy so deeply rooted in the thinking of Calvin Couolidge will serve
us well. For us, as educators, to take our bearings from Calvin Coolidge
strikes me as comparable to taking lessons on the public responsibility of
elected officials from Richard Nixon, or defending collective bargaining
by appealing to the wisdom of Frank Lorenzo. In short, I do not believe
our national self-interest will be well served, nor do I believe renewed
interest in foreign languages can be sustained, as long as we take it as a
given that the purpose of education is to ensure that Fords and Chryslers
outsell Toyotas and Nissans.

There is, of course, no denying that the business cominunity and the
educational community must work together more closely and more
cooperatively But when the language of commerce so thoroughly satu-
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rates discourse on education, we must ask, “What gives?” Is a mercantile
mentality compatible with the traditional mission of the academy? Can
curricula that uphold the highest standards of excellence be forged on the
assumption that education is first and foremost a weapon that will help us
defeat the Japanese economically and match the Soviets militarily? I, for
one, have my doubts.

Suggestions for the Future

What, then, will ensure that foreign languages retain the esteem they are
once again acquiring, and what will ensure that this esteem proves to be
more than a fad? My answer is twofold.

Seize t5e Moment

First, I believe we can learn something from E. D. Hirsch— something that
takes us beyond the basics of trivial pursuit. Hirsch has obzerved that

Today, more than in any earlier time in our history, purely utilitarian aims
happen to comeide with the highest humanistic and civic purposes of school-
ing—purposes such as prumoting amore justand harmonious society, creating
an mformed citizenry, and teaching our children to appreciate the worlds of
nature, culture, and history.

The conclusion I draw from Hirsch’s insight is that language educators
in particular, and the educational community in general, must take ad-
vantage of the window of opportunity that economic adversity has
opened. My suggestion, in other words, is that we have nothing to lament
if, for a time, foreign languages attain prestige solely because of their
instrumental value. If foreign language study can help America regain its
competitive edge in the international marketplace and thereby solidify our
national security, that’s all to the good. And no one need apologize. The
pragmatic tradition in American philosophy—and in American educa-
tion—is an honorable tradition. At the same time, it must be said that the
pragmatic tradition has never been able to ensure permanent support for
the primacy of foreign language study.
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Lasting Need

That thought leads to the second part of my answer to the question of
how to give real permanence to the rising interest in foreign languages:
The economic crisis responsible for this rising interest may well pass.
What will not pass is the need for global understanding. It follows that it is
on these grounds—on the basis of the fact that our shrunken world will
continue to shrink, and that understanding our neighbors within the
global community will become even more necessary—that we must make
the case for tke importance of foreign language study at every educational
level. For the sake of the children of America—these children who will
find that they are not only citizens of the United States, but also citizens of
the world--we have a responsibility to commit ourselves to this cause.

The Role of Foreign Language Teachers

Let me now be more specific. If we are to meet the needs of tomorrow’s
adults, then we must recognize—and act on the recognition—that all
aspiring teachers must have the ability toprepare students for the world of
tomorrow, the world emerging today. This is a world in which their
competitors, their colleagues, and their brothers and sisters who must help
bring harmony to a world that for too long has known only discord will
live not only inNew York and California and Tennessee, but also in Zurich
and Paris, in Tokyo and Nairobi, in Beijing and Moscow. And if future
teachers are to have what it takes to prepare students for this new world,
I know of nothing that can help them more than the cross-c ltural
understanding that comes from studying foreign languages.

What I am hinting at here is that the future of global studies and of
foreign language studies may depend decisively on restructuring teacher
preparation programs. I will not elaborate on this suggestion because,
frankly, I am still thinking through this issue. Let me add only that I
think this issue deserves the concentrated attention of foreign language
teachers.

The Global Village

At the same time, I know that focusing on foreign languages as a
prerequisite for the economic and social demands of tomorrow still
defines foreign languages as instrumental v alues, and not at all as intrinsic
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values. I will try, therefore, in the remainder of my remarks, to remedy this
defect in my presentation. Il begin by sharing with you the observation of
Delwin A. Roy, president of *he Hitachi Foundation. Roy notes that nur
rhetoric about global understanding has not been matched by deeds. He
then asks why this is so—and answers his own question.

Much of the failure lies in the negative way the challenge has been posed. We
have been enjoined to adupt new attitudes, but primarily as a way to defend
ounselves from foreign competitors—economic, political, or military. This is
the rhetonc of fear, these are scare tactics. Such rhetoric does not truthfully
portray what’s wrong, what we must do, and why. The real challenge is to be
the most constructive world power we can be.

Let nie build v Roy’s valuable commentary. I submit that our present
attitudes toward peace and national security are the residue of attitudes
that may have been approp:iate in the era prior to World War II. They are
not, huwever, appropriate today. Rather, today we must understand that
national security is inseparable from international security, that no nation
can be free of fear as tong as one nation is engulfed by fear, thatno part of
our planet will know peace until every part of our planet knows peace.

That is why our national interest need not blind us to the common
interests we share with all nations and all peoples. Those interests can
become inseparable if we remember our kinship with all peoples and |
cultuges, if we seek peace within the human family, and if we dedicate
ourselves to the kind of peace President Kennedy described: “Peace that
enables men and nations to grea and to hope and build a better life for
their children, not merely peace for Americans, but peace for all inen and
women; not merely prace in our £me, b.t peace for all time.” The
prerequisite for global peace is global understanding, global understand-
ing that arises not fron, fear, b from hope, not from a spirit of
competition, but from a sense of opportunity, and from a sense of kinship
with uther peoples that the study of foreign languages does so much to
promote.

The glubal understanding that will move us beyond fear and beyond
belligerence demnands an educatiin that recognizes a principle higher than
the profit motive and nobler than econumic conquest. True global under-
standing demands a global education that drives home *he message—to
aggain borrow President Kennedy s words — “that in the final analysis our
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most basic link is that we all inhabit this planet. We all breathe the same air.
We all cherish our children’s future. And we are all mortal.”

Cenclusion

The advocates of an educational system that gives these principles equal
footing with economic imperatives need not apologize to anyone. If we
wish to prepare our young people—not merely for acquisitiveness, but for
inquisitiveness, not merely for competition but for collaboration—these
principles deserve a place as the centerpiece of every curriculum in every
schoolin every district in our nation. And I appeal to you, to the conferees
gathered here, and to your colleagues throughout the nation, to help move
America toward this goal.

The day that goal becomes a reality will be a day to be welcomed.
For on that day we will have demonstrated the compatibility of excellence
and equity, and in so doing, we will have moved America not toward
dominance, but toward prominence, prominence as a t.ation that solidi-
fied its security by giving its children the gift of uncerstanding other
children. That’s a day when pride will be justified—a day when we will be
able to say that we had the courage to so thoroughly transform learning
that we secured for our children safe passage through the twilight of this
often dark century. It will be a day we will be able to say that America
learned to trust democracy and to cherish pluralism, not just within our
society but throughout the world. It will be a day when we—we, the
people—gave life to a principle that I believe can and must guide every
educator: the principle that “We do not inherit the world from our
ancestors—we borrow the world from our children.”

Thank you—and peace.
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Present’s Tense but
Future’s Perfect:

A Twenty-First Century
Case for Foreign
Language

Alan Garfinkel?
Holly L. Schrank

Purdue University

I a recent Modern Language Journal editorial, widely known linguist Sol
Saporta (1989) decries a change he has perceived in the rationale
for foreign lunguage study. e complains that recent examinations of
cationdle emphasize employment and marketability at the expense of
huinanistic goals. Saporta’s observation is, in many respects, accurate:
marketability has been heavily emphasized, and there has been a trend
toward a “communicative” rationale and aw ay from the “model for the
examnination of human know ledge and creativity ™ Saporta says we have
abandoned.

Evidently Saporta sees these two views of the rationale for language
study as mutually exclusive, or at least as separate and competing, His
editorial leads us to believe that we must choose between the false idol of
profit (“false” because it is not often a given person’s road to financial
seeurity) and the true, if impecunious, goal of aesthetic and ethical
principles. But such a choice is not obligatory. There is more than one v. ay
tulook at the rationale for language study in the United States and, as long
as all these ways are seen together, none of them needs to be viewed as
violating aesthetic principle and thus be excluded from schools of
humnanities. Let us proceed by eaamnining two kinds of rationale for
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12 Realizing the Potential of Foreign Language Instruction

foreign language study, discussing their respective shortcomings, and
showing how a humanistic approach brings the tw.o together to make a
new approach.

Traditional Rationale

The study of foreign languages has traditionally been justified in human-
istic terms, i.c., in nonvocational terms that are ostensibly unrelated to
any specific application. “Study a foreign language,” one might be told,
“and be a hig,ner-quality human being for it.” It has been asscrted, for
exammple, that vocabulary will improve, that students will develop in-
creased sensitivity to structuce in their native language, that ieasures of
preparedness for further liberal arts education will improve, that a sense
of success will ensue, that abilities to think critically will develop, that
sensitivity to the traditions of the home and foreign cultures will increase,
and finally, that a model for the examination of luman knowledge and
creativity will be established. These are all highly estimable reasons for
language study and, to some degree, there is external support available for
eack (Cooper, 1985, pp. 125 31; Garfinkel and Tabor, 1990). Stll, exclu-
sive dependence on a traditional rationale alone displays shortcomings
that leave students asking for further justification and teachers with little
to say.

Defenders of the traditional rationale for language study are quick to
attack proponents of other rationales on the basis, for eample, that somie
of the latter promise nonexistent employment. But is it not equally
unethical to promise complete enrichinent as an enlightened human being
simply because one has taken a given number of courses? Just as pro-
ponents of a vocational rationale must kuow that there aren't jobs for
every languagi course enrollee, proponents of a traditional rationale must
recognize that students derive benefits fromn courses in accord with the
degree to which thny invest time and effort in them. Students invest that
time and effortin accord with the degree to which they see the connectios
between the course and their own lives and cultures. Sometimes students
see connections in terms of jobs, the economic survival of our nation,
doing business with people of other cultures, and immediate needs such as
those faced by older learners whuse job situations can leave them with a
sudden need for linguistic proficiency. These are rationales based on the
marketplace.
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Economic Rationales

The definition of marketplace used in this paper goes beyond that of
enrollments and job placements to which Saporta referred, and focuses
on examples that provide a broader, or macroeconomic, view of an
individual’s w orld. There are few among us who feel comfortable promis-
ing that one should study a foreign language (or anything else, for that
matter) because it will lead to a job. There are, however, other highly
valaable macroeconomic marketplace reason, fer foreign language study,
connected with the balance of international trade, improven.cat of local
cconomies, global awareness, and national security.

Trade

The macroeconomic concern that probably has been most widely dis-
cussed is the need for balanced interational trade (BOTB, 1979; Ryan,
1985; Spencer, 1987). Non-English-speaking countries seem to have al-
ways understood that the best language is the language of one’s client
(Simion, 1987), and have geared their choice of language not just to local
preference but also to the mutual best interests of firm and client. The
English-speaking countries (i.e., UK, USA) have finaliy begun to associate
a negative balance of trade with the foreign language capacity of their
populace (BOTB, 1979; Simon, 1988). Unfortunately, Americans have not
always accepted the essential link between language knowledge and
foreign economic policy (Dunnett, 1983). The link is becorning more
widely recognized today (Tonkii., 1988), but is perhaps not yet well
enough aceepted. Foreign language enrollments, for example, are not yet
adequate to support the needs for government personnel trained in
languages (Walker, 1988). While it is unfortunate that it appears to take an
cconomic crisis to bring recognition of the importance of foreign lan-
guages, such a crisis may be an advantage to foreign language educators:
our constituents may perhaps relate mnore readily to newer economic
rationales than to the traditional humanistic rationale.

In a narrow sensc, foreign languages are easily linked t intermational
trade because communication skills and cultural understanding are essen-
tial facilitators of the day-to-day business of buying and selling goods
acruss cultur al lives. Every businessperson in local communities can relate
to this explanation. While it may seem unacceptable to schoiars of
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literature to utilize one’s language skills to sell Coca-Cola to people in an
Africanland who are willing to buy it, it is probably no more liberating to
try to communicate ‘ke depth and sensitivity of literature to those who are
thirsty. The buying and selling of goods between cultures leads to
exposure and development of mutual trust, and may well be an essential
prerequisite to the sharing and accepting of ideas such as those we find in
the great literatures of the world. Teaching about the ideas and literatures
of other cultures is an activity not unlike buying and selling, Teachers, like
businesses, must find ways to relate learning to the needs of the student
buyer.

Global Awareness

A second macroeconomic variable of inierest is that of global awareness.
Clobal awareness on the part of individuals accumulates to ensure the
maintenance of the sources of such awareness. A foreign language is
valuable not only for its literature, but also because it plays such an
essential role as a tool of communicatio.. among strangers, friends and
acquaintances, family, colleagues, and governments. Global awareness is
the attitude that will ultimately ensure open attitudes of individuals to
other peoples, their cultures, and the ideas presented in their literatures.

Security

Yet another rationale is national security. In a sense, the need for national
security is one result of lack of global aw areness and of limited communi-
cation skills between cultures. In an ideal situation, everyone would be
humanistically educated and fully communicative, but the world is not
ideal. Few people would disagree that foreign language proficiency is
essential to preserve a nation’s security. Yet, the U.S. diplomatic and
military services must spend tens of millions of dollars annually to train
personnel to an adequate level of cultural and language proficiency
(Walker, 1988), because too few enter these services with the necessary
linguistic skills from their educational experiences. Clearly, a nation’s most
basic needs and promises are conspromised if its populace does not
recognize the importance of foreign language instruction for practical
matters.

O
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Development

Local economic development is a fourth powerful market-based reason
for foreign languages. Across the country, communities are faced with

a variety of eco lifficulties that threaten their long-term survival
asachi ' « centers. (The decline of downtown areas, for
exarts, s suc. ~untern that the National Trust for Historic Preserva-

tion has mouunted the nationwide Main Street Program to promote
econuic revitalization.) Many communities are vy:ng for new industry,
and most states have sent delegations to other countries to attract
industry. The success uf these efforts is based on many factors, but three
are especially important to this discussion. quality of life, investment in
human resources, and the attitude of the community toward foreign
peoples.

It seems rather obvious that une key resource that a community may
have for meeting these three qualifications —and thereby attracting for-
eign investment—is the quality of its foreign language instruction. The
eatent of such instruction is alsu a key to the attitudes of the community,
and is one measure of its quality of life and schools.

A ailable language instruction in the language of the potential client
foreign company may well be a deciding factor for location of a foreign
business,2 and certainly would enhance the skills and cultural knowledge
of local residents who might be employed by such companies. An
enriched and high-quality local school program would surely rank high on
the list of variables cunsidered by cumpanies selecting locations: high-
quality schoul programs translate into strunger employees, which canbe a
powerful incentive for relucating businesses. This suggests that communi-
ties looking for new industry to bulster their econornic base must consider
local schouls as a part of tie infrastructure just o they consider their water
supplies, sewers, and roads.

Clearly, there are other compelling reasons for study of a foreign
language beyond the humanistic reasons Saporta presents and beyond
employment for students of fureign languages. These are reasons that
should be cumnmunicated to vur constituents. Instead of focusing on the
narrower, micruecunumic reasons for study of a language (such as jobs),
fureign language professioaals would be well served to focus on macro-
ecunomic reasons such as security, local ecunumic development, interna-

28




16  Realizing the Potential of Foreign Language Instruction

tional trade, and global awareness. These are reasons that arc readily
understood by students, parents, and businesspeople.

A Broader Humanism

What are the shortcomings of a market-based macroecononuc line of.
thinking? Certainly, writers such as Saporta would condemn it as anti-
humanistic. But is it not humanistic to live effectively in an international
world? Is it not humanistic to satisfy one’s needs through some sort of line
of trade in order to obtain the resources needed to satisfy one’s aesthetic
and cultural needs? Is it not humanistic to be the best person one can be on

every front of life® Saporta might conclude that international trade, global
awareness, economic development, and national security exclude and
ignore the aesthetic and liberal reasons for study—the exploration of
culture through books. That conclusion can, however, be disputed. In fact,
enrollment figures and job placements may well be a reliable barometer of
Cervantes’s worth. Without them, human beings would not have the
resources to ensure for themselves and their children the privilege of
studying Cervantes. We conclude, then, that these seemingly disparate
aims, humanism and a market-based economic health, are not mutually

exclusive; rather, they are in fact mutually supportive.

The key to linking the concerns of the humanist and the raZionales
of the marketplace can be found in the literature of psychology. The
pioneer of humanism a..1i0ng psychologists is Abraham Maslow, whose
“hierarchy of human needs™ serves as a basis upon w hich the essential
relationships between the humanist and those of the market can be
understood. In fact, examination of Maslow s hierarchy of human needs
demonstrates how clearly the market-based aims of macrozconomics
form the very foundation vpon which foreign language humanists must
build in order to achieve their aim..

Maslow is a personality theorist and humanistic psychologist. At a
seminar at Brandeis University he once compared himself to Cervantes’s
Don Quixote, alw ay s pursuing the more humane but less attainable goal.
His comparison depicts his fight for the recognition of humanistic psy -
chology as a discipline of equal worth to those of the behaviorist *nd
Freudian branches of the American Psychological Association. Maslow

“saw himself as a quirotic figure tilting at the windmills of establishment™
(Monte, 1980, p. 557).
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Higher Self-Actualization (to be fully what one can be)
Needs
1 Needs to know (curiosity)
Aesthetic needs (beauty)
Esteem (self-respect, adequacy, mastery,
competence)
Belongingness and Love  (affection, intimacy, need to have
Needs roots in family or peer group)
Safety Needs (avoidance of pain, anxiety; desire for
security)
k‘;‘:&’: Physiological Needs (deficits like hunger, thirst, fatigue)

Sw rek: Adapted from Chnstopher E Monte, Beneath the Mask. An Introduction to theories of
Personality, 2nd ed. New York: Holt, Rinehart and Winston, 1980

Figure 2-1. Maslow’s Hierarchy of Human Needs

It is certainly not difficult to identify with Maslow if one thinks of
various positions currently taken by organizations of foreign language
professionals. The profession of foreign languages is confronting the
seeming coniradiction between hum.anism and the more practical reasons
for foreign language study. Maslow would contend that the profession is
better off for tilting at the windmills of the establishmen:t. “The fact is that
he is in a certain sense stronger, you might say, because he sees how absurd
all these self-important blocks are, all puffed up with pride and solidity”
(Monte, 1980, p. 558). Similarly, perhaps it is also good that foreign
lunguage professionals with a practical orientation, and those with hu-
manistic aims, must sometimes tilt at their windmills.

As a prominent humanist, Maslow’s words are worthy of respect
from the humanists among us. His development of a conceptual hierarchy
that organizes and describes the basic and more advanced needs of
human beings is a major contribution to humarist psychology. This
hierarchy is based on an ultimate goal of self-actualization, i.e., the striving
of each individual first to satisfy more basic needs and ultimately to satisfy
“needs to know " and aesthetic needs (see figure 2-1). This hierarchy might
well be used to describe the basic and more advanced needs of the foreign
language field as well, for it demonstrates a key for assuring the
mnportance and survival of the foreign language profession as well into the
twenty-first century.
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18 Realizing the Potential of Foreign Language Instruction

How can Maslow’s hierarchy apply to the foreign language field? The
answer might well look something like figure 2-2, in which the carefully
arranged monoliths represent Maslow’s hierarchy. We suggest that figure
2-2 represents the “monumental” job that can be done by foreign
language educators to serve the needs of our constituents to be fully
human and to become self-actualized. Beginning at the bottom of the
figure, one first encounters physiological needs, those like demands for
food and water that must be met for survival. In foreign language
education the equivalent is leamning grammar and the rudiments of a
language to enable the learner to meet basic needs for communication.
Simple tasks such as communicating one’s needs for sustenance, obtaining
shelter, earning a living, or asking for the location of the restroom are met
at this level. Foreign languages make a unique contribution by extending
this capacity beyond the learner’s local setting. Indeed, most first-year
foreign language textbooks provide the necessary vocabulary to meet
physiological needs.

Once basic physiological needs are satisfied, human beings are able
to address higher-level needs, such as safety, avoidance of pain or anxiety,

Self-Actualization
Depth of understanding of life's
meaning beyond one’s own conteat

Self-Esteem
Mileage markers:
diplomas, degrees, certificates

Belongingness and Love
Communication with people
of other cultures

Security
Communication of health matters;
safety and security concerns; travel uses

Survival
Basic skills
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and satisfaction of the desire for security. In foreign language learning, one
might study a language to reduce the anxiety of travel in a foreign country.
At this level the foreign language learner would gain the capacity to
describe health problems and would recognize the need for language skills
to ensure personal security. Language at this level may be perceived as a
symbolic barrier that must be surmounted to preserve one’s self-interest

In the larger view, language for national security is needed at least by
some, but not by all, members of the society. The profession addresses
such needs in a variety of ways, including language immersion training
programs for ambassadors and foreign-service employees.

Further up the needs hierarchy is the category of belongingness and
love. In the language context, learners develop skills that enable them to
connect socially with others, communicate with workplace peers and
foreign clients, and identify with another culture and participate in it
through business and cultural activity. Learners at this level may engage
in extensive conversation, discuss topics of greater substance than Wo ist
die Toilette?, view foreign films, travel for cultural enrichment, ete.
In ihe broader sense, know ledge of foreign languages also builds bridges
between cultures and in this way serves to satisfy collective needs to
belong in a global village.

Needs for esteem are represented by many of the mileage markers of
our profession. The individual learner begins to experience self-respect,
adequacy, mastery, and competence in a language. The profession tests
and rew ards attainment of this competence with various mileage markers
such as certificates and diplomas. A student begins to gain the respect of
peers who recognize and esteem one’s growing language competency.

In the broader sense, esteem might be represented by the use of the
language of une’s client in a business transaction, or by the mutual respect
between colleagues in an industry who can share in each other’s language,
culture, and success through establishment of trust. Balanced interna-
tional trade might well be une manifestation of such collective esteem.

Finally, we reach the ultimate concem of the humanist, self-actualiza-
tion. At this level, having satisfied other needs, human beings are able to
address their own needs for knowledge for its own sake and for aesthetic
pursuits. In foreign languages, the need to know might wellbe represented
by the humanist’s curiosity about what it means to be fully human and
how other cultures view this issue, and by the use of languages and
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literatures to obtain cultural understanding, to bring pleasure, and to
satisfy curiosity. Satisfaction of aesthetic needs might relate to the learn-
er’s appreciation of the aesthetic structure of the language and its literature
or the beauty of a culture or reading for an aesthetic experience.

It is only when most basic and intermediate needs of human beings
are satisfied that they are able to address the matter of self-actualization.
Similarly, in foreign languages, it is only when the learner’s most basic
needs and skills are addressed first that the learner is able to address
hw..anistic questions. Saporta suggests that jobs and enrollments do not
matter; we take issue with this argument, however, since it is clear that
attention to such matters as jobs is the first step on the road to self-actu-
alization for our students.

It therefore becomes obvious that, Saporta’s argument notwith-
standing, enrollments do matter. The opportunity to experience a foreign
language must be offered to the broadest possible audience. The audience
must not be limited to the brightest, to the foreign language classroom,
nor even to the classroom setting, Placement figures matter too, for they
represent the degree to which foreign lunguage educators have been
successful at communicating the value and uses of language to address
basic human needs.

Conclusion

It is important that the needs of language learners be addressed in a
systematic w ay, in accordance with Maslow s hierarchy of human needs.
The mileage markers of the profession need to begin at the lowest level of
needs of the learner and be intertwined throughout the curriculum.
Mileage markers serve to reward accomplishments in un incremental
fashion that will provide niotivation to continue study and to satisfy still
higher needs. Many foreign language professionals may see the traditional
and vocational justifications for foreign language study outlined above as
being in tense opposition. There has been argument that one is sumehow
better than the other, or that vne justification must be ignored to realize
the other. Our analy sis, however, suggests that the two schools of thought
are not mutually exclusive, that they can be combined in a structure that
addresses all human needs ranging from the most urgent concerns for
basic survival to the most humanistic. Moreover, it is clear that viewing
justifications fur language study in both the narrow est and the broadest of
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terms simultaneously, and leaining how iv ase marketing techniques for
presenting the valuable and essential product that teachers of foreign
languages purvey,? augurs well for a relaxation of present tension.

Notes

1. For further mformation contact Alan Garfinkel, Department of Foreign Languages and Litera-
tures, Stanley Coulter Hall, Purdue University, West Lafayette, IN 47907, (317) 494-0397, or Holly
Schranh, Departiment of Consumier Scienves & Retailing, Matthews 11all, Pardue University, West
Lafayette, IN 47907, (317) 494-9851.

. In a personal wterview m April 1987, Mark S, Davas, president of Greater Lafayette Progress, an
organtzation charged with attracting new business to the Lafayette area, explained that the
presence of Japanese language mstruction mithe arca schuol curriculum was one important element
among others that attracted the Subaru-lsuzu of America plant t Lafayette, Indiana,

. For & brief deseription of Maslow’s hierarchy see Monte (1980, pp. 550-65)

. Interactnve technrgues fur warketusg foregu language study were demunstrated by Garfinkel and
schrank at the Central States Conference on the Teaching of Fureign Languages, at Minneapolis,
MN, on March 14-18, 1990.
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Integrating a Foreign
Language into the
Pre-K through

Grade 5 Program:
The Baker Model

Paula K. Strupeck!

Ann B Watson
National College of Education

The group of twenty-three first- and second-graders is laughing uproari-
ously as they sit cross-legged on the rug in the corner of their classroom.
The chilc.en are listening to a new story in French; they have never heard
this tale in either English or French and are enjoying immensely the humor
of “L'Ane et le petit garcon.”

These first- and second-graders have been experiencing the French
language since October of the previous year. Itis now April—one year and
a half after their debut. They are using their experience with French and
their observational and life skills to interpret the tale; the teacher is not
translating, The children are laughing, watching, and listening attentively.

These children are not in an immersion program. Half of them have
had three 20-minute lessons per week for one year and a half. The other
half of the class had two or three 15-minute lessons per week for the first
year and have had three 20-minute lessons per week since October. They
have thus accrued between 30 and 46 hours of French experience,
breaking for three summer months. None of them speaks French at home.
How have these children arrived at the point where they are able to
comprchend a story that they have never heard in a language that they
hear but three times per week? What has facilitated the children’s
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comprehension of a language to w hich they have been exposed for only 46
hours? The program in which they participate addresses them at their
own developmental levels. It not only includes the foreign language
content, but also considers what children need in order to learn.

The authors pecpose that the developmentally appropriate and
integrative nature of the program engages the children in ways that are
meaningful to them, that are nonthreatening, that foster their comfort
in French, and that promote positive perceptions of themselves as com-
municators in French and develop their approaches to acquiring a for-
eign lapguage. This program respects the children as auditors of their
experience.

What Is “Developm.2ntally Appropriate Practice”?

In order tu fully understand the nature of this program, it is important to
define the phrase deve .opmentally appropriate as it has been used in other
contexts as well as how it is used here. The term developmental has been
used elsewhere to describe programs for children and adults with learning
difficulties u. with subject-area deficiencies (e.g., developmental math,
developmental writing). The term is also sometimes uszd to describe
FLEX programs in wYich children study six to eight weeks of one
language followed by six to eight weeks of another. Developmentally
appropriate practice as used in the context of the Baker French Program,
however, refers to an understanding and appreciation of how children
develop in their phy sical, cognitive, social, and emotional capacities.

Developmentally appropriate prectice refers to the application of
this understanding to the classroom setting, wherein a child-centered
classroom and school are based on knowledge of child development.
Chuices uf scheduling, curriculuu, activities, and approach are based on
the awareness of children’s capabilities and processes at any given age.
The applications for a four-year-old learner diffes from those for the six-
year-old, and these differ in turn from those for t'e ten-year-old. Devel-
opmentally appropriate choices accept the reality that the child’s stage of
development and the child’s experience will determine what and how she
or he learns. Thus, a developmentally appropriate language program is
one that is based on children’s reality, and that works with the children’s
developmental stages rather than attempting to contort the children to fit
the expectations or goals of the adults in the conmunity.
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How Do Children Grow Linguistically?

Developmental theorists such as Bruner, Piaget, and Vygotsky note that
children’s experience with people and objects is the foundation for
developing their understanding of the world. Further, in order to make
sense of experience, children construct their own understandings and
theories about the world. Shatz and Gelman (1982), Donaldson (1978),
and Nelson (1985) have demonstrated that young children are more
capable linguistically and cognitively than they appear to be to many
adults.

Children understand events, then label them. “Through interacting
with a ball—acting upon it and understanding how it can be used—
chiidren develop the concept of ball” (Genishi, 1988, p. 17). Children do
not simply apply labels to common objects in the environment; they
match labels with actions or experiences over which they have some
control. In terms of general event representation, children first learn words
that refer to the most meaningful events of their daily lives (Nelson, 1985).
Children acquire words at varying rates and .elect different events and
words as the most meaningful ones for them as individuals. Often,
2hildren shew an understanding of relational terms that reflect nieanings
before they can manipulate the terms themselves.

Children attend to language presented in an interactive context. “By
age 3 or 4, young children have an organizing strategy that Jeads them to
categorize words into domains, such as color w ords (Genishi, 1988, p. 19).
The teacher who makes up a story or uses a story to “teach” words
reaches more children than the teacher who presents words in a lesson
format (Watson, 1987). Older learners, too, benefit from a variety of
experiences and from broadened, rather than narrowed, sources of
learning (Chall and Snow, 1982). Story-making and story-hearing come
naturally tochildren. They are “language users” much more than they are
“word learners.”

When children acquire their first language, no one is constantly
repeating (or asking them to repeat) sentences like “The book is on the
table ” Rather, children create their own understandings of the meanings
of the words they hear. These understandings, or concepts, grow out of
the many experiences that the children have. Every “200-go0” they
produce, every word that they speak or misspeak, for example, is cele-
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brated by adults (Ogintz, 1988). This is how children develop the speech
patterns of their environment.

In second language instruction for children, we need to observe this
lunguage process and accept what is natural to the child as working
toward the nonn of language that we are trying to attain, We need to see
the children’s natural utterances and language-acquisition activities as
part of the linguistic development process that we seek to promote.

“Language” versus “language”

When we are establishing a program of foreign language for children, we
need to distiguish between lunguage as we analy ze it and language as we
use it. We need to teach language first as we use it and later, after
the children have developed a certain level of ¢xperience, analyze the
grammar and structure of the language. Children use language in their
independent play with words, in their practice w ith sounds, in role play, in
word invention, and in countless other meaningful (to them) ways.
Frequently we hear groups of children who have been exposed to French,
for example, imitating French sounds, rhy thin, and intunation to the point
where the children truly appear to be speaking French when in fact they
are not.

Children develop carly a sense of metalanguage, or “Language,” but
therr frame of reference remains rooted in their experience, or “language.”
The staten. ent “The children in Quebec speak French” has no meaning for
carly language learners because they don’t know what “French” is.
Teaching the foreigu language by talking about itis akin to saying “You do
addition by aidmg,” Without prior knowledge of (i.c., experience with)
the concept of French or that of addition, the temiinology is at best
confusing and at worst frustrating. Nouns, verbs, and adjectives are
abstract labels that have no meaning for children. Children analyze the
language arownd them in ¢ natural manner and integrate the meaningful
structures and w urds into their life, A few eaamples may serve to illustrate
this distinction.

1. Gina, age 5, was accustomed to hearing Je ne sais pas when her
French teacher eapressed a lack of know ledge in « given situation.
One day, Gina and her mother were rid; g in their van when Gina
pused a question. When her mother responded in her college
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Spanish, Yo no sé, Gina corrected her mother by saying, Yo no sé
PAS.

. Courtney, another student who had been exposed to French in
school, was accustomed to hearing with gestures Comment ¢a
va? Ca vabien ou¢a va mal? when the teacher was asking the chil-
dren how they were feeling. One January afternoon, Courtney
responded Ca va, to the teacher’s question with the appropriate
French gesture, as if out of the blue. When asked where that
answer had come from, Courtney replied, “It just makes sense. Is
it okay?”

3. Tim, age 7, was used to hearing the teacher ask Pourquoi? to find
out why children were feeling sad, happy, or so-so. He was also
accustomed to hearing the teacher respond Clest chouette! when
something was great or C'est dommage, when the situation was
unfortunate. One breezy March morning, the teacher responded
to one child’s query about the teacher’s feelings by saying “So-so.”
Tim asked, “Pourquoi?” and when told the explanation, pursued
and said, “Clest dommage,” all on his own. He had heard the
expressions and probably played with them on his own, now they
emerged, undrilled and unprompted, as his.

[

Teaching Developmentally

Psycholinguists agree that learners are active participants in their lan-
guage acquisition processes and that language develops through stages.
The developmentally appropriate approach to FLES respects children’s
learning processes and stages and provides an environment in which the
children feel good about exploring the language. Rather than didactic
presentation, or lecture, of words and their objects, the teacher using a
developmental approach recreates in the target lany, age a situation that i
familiar to the children from their life experiences.

Often, at least initially, the teacher uses the native language to set the
stage and give a frame of reference, a context, for rich understanding, This
use of the first language is often discouraged by foreign language author-
ities as being confusing or counterproductive. The authors and their
colleagues have found, however, that setting the stage in English for the
children provides a context within which their limited eaperience with the
foreign language may find focus.
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Purposes and Goals
of a Developmentally Appropriate Program

In order tocreate and establish a developmentally appropriate program, it
1s first necessary to understand what developmentally appropriate prac-
tices are. One must be conversant with these practices to ensure that the
program goals are realistic in terms of how children learn at a given age.
The authors have evolved the following adaptation to FLES of Brede-
kamp's “Developmentuily Appropriate Practice,” a much-cited, highly
regarded source in child developinent.

Accept the principle that a good FLES program is not a scaled-
down version of a high school program.

Design interactions and activities to develop leamers’ self-esteem
and positive feelings toward the target language.

Provide concrete learning activities with materials and individusls
relevant to the lives of the learners.

Recognize that learners learn from self-directed problem solving
and experimentation.

Accept leamers’ play and opinions as valuable to the fearning
process.

Provide cnportunities for aesthetic expression.

Provide opportunities for movement.

Use children's natural curiosity and desire to make sense of their
world to motivate them to become involved.

Relate learning experience to the world of children in France,
Mexico, Germany, Japan, etc.

Support learners as they acquire skills. Watch to see what learners
are trying to do and provide the necessary support to help them
accomplish the task.

Respect leamers’ preferences for activities, songs, topics, stories.
Provide choices.

Bredekamp (1986) makes the following statement:

tt 15 possible to dnll learners until they can correctly recite picces of informa-
tion such as the alphabet or the numerals from 1 to 20. However, leamners’
responses to rote tasks do not reflect real understanding of the infonination.
For learners to fully understand and remeniber what they have leamed, the
information must be meaningfus to the leamer in the context of the leamers’
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experience and development. Leaming information in meaningful conteat »
not only essential for children’s understanding and developmeat of concepts,
but is also important for stimulating motivation in leamers. If leaming 15
relevant for leamers, they are more likely to persist with a tash and to be
motivated to leam more. (pp. $-9)

The prugram that applies these practices is designed to integrate flexibly
into the regular classroom as the foreign language teacher and the
classroom teacher working together see fit. Its philosophy accommodates
all children in its goal of providing them ways and means to enjoy
acquiring foreign language, and in its aw areness that each child perceives
the world in a unique fashion and therefore acyuires unigue pieces of the
language The skills of listening and commmunicative competence that are
developed through participation in this acquisition approach transfer
readily to otherlanguages, tu Cnglish shills and strategies, and to human
global awareness and involvement.

One Example: The Baker French Program

At the Baker Demonstration School in Evanston, Hllinvis, a program has
been developed that seeks to work in harmony with the philosophy and
principles of developmentany appropriate teaching,. The purposes of the
Baker French Program are as follows:

1. Put the children at ease with French.

. Help the children integrate French into their daily lives.

. Facilitate the children’s capacity to understand French.

. Facilitate the children’s capacity to speak French.
Create and encourage an ambience of pleasure and of respect.
Encourage curiosity about the French-speaking wurld (and, con-
seqquently, about the world beyond the United States).

7 Develop and maintait the readiness of the learners to read, write,

and s ter, formally study French grammar.

8. Give tne learners a way to learn a foreign language.
9. HAVE FUN!

84}
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Tobegin the Baker French Program, the French teacher visited all classes
and spen* one week of half-days with each class, participating where
appropriate in the lessons, and taking every opportunity to talk with the
children in English. This process permitted everyone to get acquainted:
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the French teacher cane to know each group of children, each teacher’s
classroom, and each teacher, the classroum teacher got acquainted with
the French teacher, and the children met the French teacher. The French
teacher, thus, becare a redl person for the children, trusted and liked,
befure she began speaking to theni in unrecognizable strings of sounds
that might frustrate ot frighten them. This foundation of trust facilitated
the children’s acceptance of and interest in French, their perception of
French as sumething positive, and cunsequently, their acquisition of
expressions and communicative skills in French. The importance of this
phase cannot be overemphasized.

In planning the Baker Program. classroum teachers recom:mend
lengths and nunbers of lessous. With their participation and that of the
director, the following schedule was devised:

Javear-olds Two 5- to 10-minute lessons per week
4-vear-olds Tivo 10- to 15-minute lessons per week
Saear-alds Early in the year. two 15-minute lessons per weck.

increased to three upon classroom teachers
recomnendation (about mid-October)

6- to Svear-olds  Three 20-minute lessons per week

Y-year-olds Three 25-minute lessons per week
10y ear-olds Three 30-ninute lessons per week

Qur experience in obsernving the above schedule was that children are
fresh from the beginaing to the end of the lesson and they clamor for
more. They are engaged. interested, active, and motivated, they do not
have the chance to grow bured or disruptive. This developmentally
appropriate practice of taldoring the scheduling to the children’s age-
appropriate attention spars thus assures an acceptance of the lessons by
child-centered teachers, by adininistrators, and by the chil'-en them-
sehes, who pereeive foreign language as « normal part of thew. day.

Curriculum. The curriculuni is driven by the regular classroom themes,
the children’s Life-interests, favorite sturybuoks, and special events and
news. Activities are designed to reinforee skills that the hildren are
developmg in their niathematics, science., swcial studies, and language arts
lessons. The theme-centered activities continually reintegrate expressions
or words of past lessons through stories, guessing garnes, graphing
activities, or child-generated puppet shows, for example. The children do

42




30  Realizing the Potentia! of Foreign Language Instruction

leam their colors and numbers, but they leam them in a variety of conteats
over time so that these become part of the children’s real experience.

We hear sounds as we are,
not as they are.
{(Adapted from Talmud)

Teaching Pronunciation. Have you ever tried to remember and hum
the melody of one song while another is playing? One set of notes and
rhythms and melodies “plays” and trying to produce another becomes a
struggle. Our language leaners often find themselves in this unbelievable
position of trying to produce the foreign language lyrics to the melody and
tempo of English.

Do you know achild who says “pasghetti” for “spaghetti” but corrects the
adult who says “pasghetti”® Children in acyuiring their first language
demonstrate a clear sense of the phonetic norm. A child may even—
sometimes in tears—insist that he is saying something the right way
(Butler, 1980). The child is not being obstinate, nor is the child stupid; he or
she is hearing the sound and striving to imitate the sound. The child’s
approximation may not yet be that of adult speech, buteventually, unless a
speech defect interferes, the child will pronounce the sound to the
specifications of the environment.

Why, then, do we in foreigu language insist on drilling pronunciation? The
child is becoming familiar with a new sound system and relating it to her
or his known system, experimenting to find the way that is just right. Yet
we drill, insisting that the more often it i. repeated, the faster it will be
learned, and the less chance there is of developing bad habits. Does one
drill children acquiring their first language ® The authors suggest profound
introspective reevaluation by the profession on this question. It needs to
be refocused.

Sounds do not occur in isolation. Each is colored by the sounds that
precede and succeed it. The learner interprets a sound through the
familiar sound system (English in this case) and atternpts to approximate
the sounds 2 This individual process of internalizing the rhythm and the
sounds of the target language is essential to the children’s development as
confident speakers of that language. Their successful internalization of the
new sounds and rhythms manifests itself in their play when they are able
to produce n.uinical utterances that appear to the listener to be actual
speech in its intonation pattems, rhythm, and sounds.
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This “drawing from the children” also provides an opportunity for then:
to derive personal satisfaction from discovery, working out, and eventual
success at their task. This experience is extremely important
to their perception of themselves as successful language learners. The
process and the resulting sense of success are equally evident in vocabu-
lary development and expressive contexts, where the children draw from
within themselves the right word or the appropriate formation (not as
drilled, but as experienced). The centrality of this notion of discovery is
not to L. underestimated. the children exercise their own curiosity and ask
very good questions. It is important to follow their lead.

Commuaication and Results
With Teachers

Collaboration with classroum teachers, who participate in the concep-
tualization of the lessons, is integral to the success of the developmentally
appropriate FLES program. The teachers’ plans for the year’s units need
to be integrated into the foreign language units. The classroom teachers
alsoparticipate in the lesson it.elf, w hich models a positive attitude for the
children and encourages them in their own acquisition process. For
example, children see that it is acceptable to make mistakes. The class-
room teachers further provide insightful feedback to the language teacher
These opinions and observations about the appropriateness of the
activities m their classes are essential to the creation and development
of lessoss and of the program.

Many classroom teachers from Baker as well as from other schools
have reported having had unpleasant experiences as language learners.
Some of them reported unpleasant experiences with a language teacher in
their classroom. Because of the language-leaming history that each
teacher brings to the dassroum, the foreign language professional needs
to consult the lassroum teacher in the cuntent choice and appropriate-
ness of the program as well as to provide reassurance of the teacher’s
ability to acquire a foreign language.

Baker teachers have made the following observations about the
Baker French Program:

® “The children express often and clearly that they do not have
French enough. They thoroughly enjoy the lessons. The hauds-on
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approach, the songs, the dances, and all the props keep them
fascinated.”
® “They are excited by it and are proud of their accomplishments.”
® “They look forward to the classes and are disappointed on the
days we do not have it.”
® “Ilike the learning by doing/using approach. You use things the
students are interested in, such as sports, birthdays, and songs.”
® “Itruly enjoy the after-school French classes for the teachers. It is
an essential part of this program.” (Strupeck, forthcoming)

With Parents

Because of the unique nature of the program, it is often necessary (and
always desirable) to explain the process of lunguage acquisition to
parents, who, like the classroom teachers, may have dismal memories of
their own foreign language classes. Many parents never experienced
anything like this program, and enjoy hearing about (though they do not
always believe!) how much fun language leaming can be. Sometimes,
parents’ enthusiasm about a child’s success leads them to push for more.
When this happens, it is necessary that the teacher gently remind parents
that the process cannot be hurried, but must be nurtured, they must
understand that these children respond to natural stimuli, and do not
translate on command, for example, for that is neither how we use
language nor how it is learned.

Parents also need suggestions from the foreign language teacher
about how to carry on at home with the language and about appropriate
foreign language music and storybooks available to them. Parents often
feel relieved when it is suggested, for example, that they play foreign
language music cassettes and just have fun. They feel comfortable when
they know they are not expected to instruct.

Parents like and need to be kept informed. Part of this information
process in the Baker Program: is an address to the parents at the beginning
of the year about the philosophies and gouals of the workings of the
program This address provides an opportunity to « splain to the parents
how language acquisition works and the child-centered nature of the
program. Parents and administrators need to know the signals that show
that their children are processing this new language. (Signs to look for: Are
the children singing songs at home? Do they teach their baby brothers and
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their dogs French? When you watch a video of the classroom, are the
children watching hard? Are they vbserving and listening and joining in
when they are ready? Do they answer in English when a question is posed
to them in French? Do they express delight? nervousness? excitement?)

Parents appreciate regular notices in the school newsletter to parents.
They like to hear about classroom activities and about the teacher’s
professivnal activities. They enjoy the reiterated explanations of the
acquisition process when their children receive reports (not grades). The
parents love seeing what their children have been doing. It is new for
everyone.

A helpful and welcome avenue for engaging the parents is a weekly
language class for them. The thenies and activities should be those that are
used with the children. When the parents experience firsthand the success
that their children feel, they becume more comfortable sharing French
with their children. They alsu becume more “invested.” It is suggested
that a parent ass begin after the children have had the language for one
semester’s time, the children then may eaperience the double pleasure of
sharing their new language and of teaching it. It must be made clear that
the purpuse of the parents’ class is to support their children’s fun, not for
the parents to instruct the children. Baker parents have submitted the
following remarks about the Baker French Program:

® “[T1he children luok forward to the lesson and the experience.”

® “[ amn pleased about what I hear going on with French, but I am
not convineed envugh emphasis «nd time is being given to it in the
classroom.”

® “Good. I feel it is a more integrated approach to language than
[as] taught in the past.”

e “Fantastic! I wish I had [had] this opportunity when I was a
child.” (Strupeck, forthcoming)

With Children

Cluldren are often honest and forthright in their commients on activities
when they feel they are listened to and respected. Asking for and acting
upon their input reflects the teacher’s respect and also provides a way to
develop the children's responsibility for their own learning, When a game
does not seem to work, for eaample, or if the children appear bored, the
teacher can ask how it could be made better. One might ask them what

v
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they like todo and design the le ssuns with these preferences in mind. From
the youngest to #( eidest, the children then feel invested in the language.

Similarly, when writing a song, a rap, or a list of favorite things to
eat, generating the language from the children makes it theirs: they own
the language and they remember. We should ask them v hat they do, w hat
they like, how they feel. Often they will be happy to share these thonghts,
though when they prefer not te do so, the teacher should respect their
right to silence.

This approach works. One group of first-graders was able to recite a
rap that they wrote in French about places to go on their bicycles even
sevenmonths after the last time that they had perforined it. One year after
the performance, they taught it to another first-grade class; one girl,
Megan, brought her beret to school for show-and-tell to recount the
experience of writing and performing the rap and to share her feelings.
(Children generally bring their ireasnres to show-and-tell, so this was
clearly an important experience to her.)

Giving children a choice of songs also engages them in the decision
making;: it is their lesson thereafter. (It also provides a wonderful opportu-
nity to count in the target language in a meaningful w ay. one must count
the votes that each song receives.) Accepting and responding to the
children’s feelings affirms them, and the children feel better able to try
new things and to make mistakes.

The Baker children responded to a query about what they liked i..
their French lessons in these ways:

¢ “Ilike the whole thing.”

® “Ilike the color walk.”

® “I'm happy about learning French. . . . I teach it to my mom.”

® “Please come more often.”

® “I think everyone should get prizes.”

® “She always has something different to do.” (Strupeck, forth-
coming)

With the Administrator

The unequivocal, active, w holehearted, enthusiastic support of adminis-
trators makes or breaks the program. The children’s unparalleled en-
thusiasin and the parents’ dy namic support mean little without an enthusi-
astic administrator. She or he ultimately detennines the fate of the foreign
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lunguage program, as teachers often take their cues from the administra-
tive stance. When an administrator advocates the prograin and the vision,
teachers are more likely to invest themsehves than when the administrator
is either detached or cynical about the program. It is better that no
program exist at all than that the program (and thus the perception of
foreign language) be tainted by disinterest and detachment on the part of
any administrator or teacher. Children look to these people as their role
models and imitate their postures and their attitudes.

Conclusion: Toward a Kinder, Gentler Perspective

Children make meaning out of life. They interact with people, objects,
events, and language. Gradually, they understand more clearly, then label
verbally, the concepts that compose events. Language emerges from them
in the fo:m of gurgles, then sounds, then words, then phrases, then
sentences. Children listen. They ubserve. They practice through their play.
We need to appreciate this as we plan for and with them. For the
population raised i, traditional foreign language programs, the changes
advocated in a developmentally appropriate approach to FLES may be
unsettling, Genishi (1988), however, reassures us that

although Juld-orented dassrooms lack drilllike, repetitious language, they
do have o rhythm and stability that enable children to repeat —or, more
accurately, replay —what they are leaming in the context of activities that
ke humen sense. A word may be repeated 20 times or more, not m the
senseless conteat of an sulated sentence, but m o range of contexts. a poem, a
child-created song vr drama, « caption for « drawing, a chant, a story that
chikiren beg to hear again, o game that a child plays and replays with friends,
or a conversation with children or the teacher. (p. 22)

Drawing upon the language eaperience of children promotes the emer-
gence of 4 second language. We need to draw upon our understanding of
the cogmtive and emotional processes of children acquiring their first
language in order to design and develop appropriate approaches and
activities to help them acquire their second.

Notes

1. Fur further mfunuation, contact Paula Steupeck, 3730N - Lake Shore Dre. #8A, Chicago, 1L 60613
2. Heneesstres suunds hhe, tle as the dild speaks it L s the cusest Enghsh liquid to the French.'r
For must children, therefure, pronunastion dell s counterproductive and usually unmecessary in
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the carly stages of learng o foreng Janguage . Children often protivurse the, 1 as, L The authurs
have found that Children, left to ther owaeaplutation, have arrned at the, n suusd between une
weeh and thred months without teacher mterference. Consdermg that this suund, , 1, 18 among the
Last suunds acquared by uative French speakers, this 1s no small acconphshiment!
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FLEX: A Golden
Opportunity for
Motivating Students for
Foreign Language
Study

Aleidine J. Moeller!
Central High School, Omaha, Nebraska

FLEX 1s the common acronym used to describe a presequenced Foreign
Language EXploratory course ranging in length from six to nine weeks.
Such a course is designed to motivate students to pursue foreign language
study, todevelop their interest in the world and its peoples, and to increase
their sensitity to cultural similarities and differences. There are a variety
of FLEX programs in existence (Grittner, 1974). Some are cultural in
nature, others emphasize linguistics, and stll others are career-based
(Strashein:, 1982, p. 60). The FLEX course is usually offered in sixth,
seventh, or eighth grade before foreign language study is formally begun
and gives the students an intruduction to several foreign languages and
cultures. This enables students to make a choice of aforeign lauguage ata
later time based on experience.

Curriculum

Presently there are no textbouks available that set the curriculum for such
a FLEA course, leaving the development of curriculum to individual
teachers. The difficulty of finding appropriate materials to fill a nine-
week mtroductory course for seventh-grade junior-high students justifies
a look mto possivle methodologies, theories of language learning, and
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38  Realizing the Potential of F orcign Language Instruction

techniques that might motivate students to enroll in a foreign language. In
this writer’s opinion, a methodologically eclectic approach is preferable,
and isin keeping with the goals of the FLEX curriculum where a balance is
sought between language acquisition and culture. The course should also
be a true introduction to the first year of foreign language study and not a
mere “fun and games” experience lacking in substance. Finally, it is
imperative to impress upon students that foreign language study teaches
much more than language skills: special attention should be given to
developing good study habits and critical thinking skills, to teaching
across the curriculum, and ultimately to sensitizing students to differences
and similarities among world cultures and developing a sense of global
perspective in the students.

An Effective Beginning: Destroying the Myth

It is always difficult to surmount the myth that foreign languages are
difficult to learn. One way to address the affective needs of students is to
begin with cognates. A carefully prepared overhead transparency with
twenty-five target-language English cognates, for example, will quickly
lessen fears about the language. Words should be ones whose meaning
students will readily recognize from sight or sound. A short introduction
to the relationship between English and the target language should follow
this activity. Next, students can be divided into pairs, supplied with a
cognate sheet containing seventy-five cognates, and told they have five
minutes to find the English equivalents. (It is advisable to m..ke frequent
use of techniques that allow for pair work, group work, and student-
centered activides. The proverb “Tell me and I will forget, teachme and I
will remember, involve me and I will learn™ is well worth remembering
when teaching FLEX.) ‘

The Asher Method, also known as “Total Physical Response™ (TPR),
is another tool that is well suited to increasing student participation and
reducing anxieties in learning a foreign language. In this connection, it may
be desirable to first explain right- and left-brain learning theory to the
students and to do so by using illustrations from their own first-language
acquisition. A concrete way of illustrating right-brain learing to students
can easily be accomplished by bringing two balls to class, ablue and a red
one. The students are asked to demonstrate various ways they would
teach a two-year-old the difference between the red and the blue ball.
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FLEX: Motivating Students for Foreign Language Study 39

Invariably the students resort to commands— “Go get the blue ball. No,
no, that's the red one, get the blue one.” Other students point to similarly
crsored objects in the classzoon, while still others touch items of the saine
cotor. It becomes clear to the students that by becoming involved in the
leamning(*learning by duing”) that the learning i effective, fun, and stress-
free. This discovery on the part of the students serves as a springboard for
the teacker to illustrate the Asher (TPR) method: Through a series of
commands such as “stand up,” “sit down,” and “point to the flag,”
students are physically involved in the action and fully participate in the
learning process. A neat logical step might be to teach body parts through
a series of com 1ands that the teacher models and that all students carry
out sinniltancously. After a few minutes of this activity, the students will
have mastered numerous body parts and several commands. Simulta-
neously, they will have discovered firsthand that learning a foreign
language is indeed not as difficult as they may have thought.

In order to promote success in the FLEX course and to reinforce
good study habits, students should be required to keep a FLEX notebook,
m which they record all in-class notes as well as daily asrignments. This
notebook can serve not only as an excellent study guide for quizzes and
tests, but more importantly, it can instill in students good note-taking and
organization skills.

For optimal leaming to oceur, it is important in any unit that is taught
to ncorporate all four skills (reading, writing, listening, and speaking)
Culture st also be infused and logically integrated to underscore the
content of the lesson, not erely added on. In the remainder of this paper,
avariety of strategies will be described that illustrate the use of the four
Jalls to teach the German alphabet and numbers and to accomplish
effective integration of culture. While German has been chosen for
Hlustration, the technigues can be used to teach other foreign languages as
well.

The Alphabet

A goud starting pomt for FLEX classes is the alphabet. It can be taught in
a variety of ways. one way is o divide it into four parts, abedefg,
hyklmnop, grstuvw, xyz. Practice the individual sounds, reminding the
students that in speaking Gernan the mouth must be opened more widely
than s typical for speakers of English. Hlustrate where the tongue is
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40 Realizing the Potential of Foreign Language Instruction

located in the mouth when these sounds are formed. After all sounds have
been practiced, the alphabet song should be taught:

abcedefg
hijklmnop
qgrstuovw

xy = Oweh!

kann nicht lemen das abe.

(Mozart composed this melody. Hence, the opportunity to elaborate on
Mozart and his music can be utilized.) A quick twenty-sia-point test could
consist of repeating or singing the alphabet the next day.

To practice the alphabet further, the Gennan script can be taught via
an overhead containing the Gennan alphabet in script form. This is a very
popular anit with younger students. Tomake it culturally authentic, a page
can be copied out of an authentic German Schulheft. The students can
copy a ten-line poem, or perhaps an English translation of the Gennan
national anthem, into this Schulheft.

Anotlier way to practice the alphabet once some basic vocabulary
has been leamed is to incorporate DiDonato’s “typewriter” activity: the
teacher assigns each student a letter (a, b,¢,...) and then calls out a word
such as Schule (“schiool™). The student whois “s” stands up and says *“s" in
German; the student who ic “¢” does the same, followed by “h™ and sn on,
until the word is correctly spelled in German. (As « homework assignment,
students can be assigned to sclect five English w ords, none longer than
eight letters, that they dictate in Gennan to a classinate the following day.)

Jlassroom Phrases

In order to maximize the speaking of the target language by the students,
the teacher should initially teach and display three phrases the students
must always say in German: Wie, bitte? (“Repeat, piease”), Ick weif nicht
(“ don't know™), and Welche Seite, bitte? (“Which page, plezse?”). By
enforeing the “German-only ™ rule with these commonly posed questions
in the classroom, English interruptions are kept to aminimum. Gradually,
additional phrases can be added.
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Numbers

The teaching of nunbers is a must in all FLEX classes. Numbers can be
taught in a variety of fun and exciting ways. Rather than starting with the
number one and working one’s way up to ten, for example, it has proven
successful to begin with a set of colored, laminated numbers and an
overhiead projector. The teacher selects a number such as five end shows it
to the class w hile saying. Das ist die Nummer fiinf. Sie ist lila. Ich lege die
Nummer fiinf mitten auf die Maschine (“This is the number five. It is
purple. I am placing the number five in the middle of the machine.”) The
students are provided with their own set of laminated, colored numbers
and do as the teacher models. (Using this TPR technique, the instructor
can teach colors while teaching numbers, as well as adverbs and preposi-
tions such as unter, tiber, neben, links, rechts, oben, and unten). After the
students have placed the numbers on their desks, they point to the
nuinbers as the teacher calls them out. (The same can be done with
colors.) Students iy alsu be called to the vverhead to point out numbers
on the screen that their classmates call ont.
Another eacellent right-brain method for learning numbers is to
illustrate them using body parts. For example:
1 = student points to nose
2 = student points to both ears
3 = student points to chin
4 = student points to shoulders
5 = student claps hands
6 = student shows six fingers
7 = student slaps hands or: upper legs
§ = student holds up four fingers on bown hands
9 = student gives thumbs up with both bands
10 = student crosses arms in front and stretches them out to
the sides
11 = student holds right hand out
12 = student holds left hand out, etc.

Ths techmque allows for o building process in lcaming numbers and has
proven especially suceessful in working with children w ho have le2ming
Jisabilities and who rank in lov.er reading groups. The students readily
internalize these numbers in reference to the pody parts.
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There are also innumerable nursery rhyines in most la iguages that canbe
used to reinforce numbers. One popular one in Genmnan goes as follows:

Eins, zwei, Polizei

Drei. vier, Offizier

Fiinf, sechs, alte Hex’
Sieben, acht, gute Nacht
Neun, zehn, schlafen gehn
Elf, zwolf, kommen die wolf.

(The students find this particular rhynx rewarding because they can
readily recognize many of these words early i their study of German.)
Another variant to teaching nunibers is to teach the song “Ten Little
Indians,” which in Germau is called Zehn kleine Midchen. It is important
to include culturally authentic songs in the curriculum, they should, of
course, be integrated when they are relevant to the muterial being
discussed and studied.

Authentic Materials: Suggestions and Integration

Research bas indicated that the use of authentic materials optimnizes
learning in the foreign language classroom {Rugers and Medley, 1988, p.
467) For example, a genuine German calendar can be placed on the
overhead; students are then asked to go to the screen and point to the date
the teacher calls out. (Even the function of calling out dates can be carried
out by students t: initiate and reinforce speaking . %ills.) The students see
that a genuine German calendar usually lists days of the month m vertical
tashion and contains only the abbreviations for the days of the week,
which provides another good cultural lesson. Thus, when leaming the
days of the week. a student may be asked Zeig mir Montag (“Show me
Monday™) Students quickly realize that Montag must be MO, and this
contextual guessing helps d.~. «lop critical thinking skills that are especially
important for students to exercise at this age (Cooper, 1987). Pointing out
the Germanic origins of the days of the week in English (Friday from Frija,
a Germanic goddess; Thursday from Thor’s day, and so on) stresses
another point of sirnilarity between the two cultures.

In order to ensure that the students are led to higher-proficiency
tasks, the teacher should make optimal use of the target language in dommg
listening comprehension exercises such as. Was hei®t der Tag am Ende
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Woche, bevor das Weekend? (“What is the last day of the weck called,
before the weekend?™). Although the students will not understand every
word, they will listen for important cues in order to respond. Students at
the begmnmg level need the challenge of going a little beyond their current
level of competence (of. Krashen’s [1982] “comprehensible input” theory)

Another eacellent way of incorporating authentic materials into the
FLEN\ curriculutn while teaching numbers is to find an advertisement in a
Gernan newspaper that would appeal to the students. It is important to
personalize the selection of authentic materials to capitalize on student
mterest (Omaggio, 1986, p. 47). A good choice might be an advertisement
for jeans, overalls, and shirts such as is shown in figure 4-1.

With the advertiseinent on the overhead, the students are asked to
answ e the following questions. Wieviel kosten die Piloten Jeans? (“How
much do the Pilot jeans cost?™) Wieviel kosten die Big Shirts? (“How
much are the Big Shirts?™)

At this pomt Gennan money can also be introduced. A poster board
displaymg Gennan play money can senve as a point of departure for a
comparison and contrast of German bills and U.S. bills. A variety of

. . . reduziert, reduziert!!!
original »CGhicago«
Pnlotgn-Jeans q?ﬂ’- ﬁgnn
Gveralls
modische Farben  34%~ ?gl-
i B !

Blg Sirts .- 19.90
Haisersiautern Jarktstri
L f

Figure 4-1. Clothing advertisement from a German new spaper
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critical thinking skills in comparing the money of the two countries cau be
addressed: What can the pictures on the bills tell us about the people and
the culture of a country? What are some possible reasons that political
figures appear on U.S. bills, while paintings appear on German bills?
(These questions allow students to brainstorm ideas and ultimately can
lead to interesting discussions about a variety of aspects of the culture.)
Differences and similarities are recorded on an overhead transparency.
This activity, in turn, can serve as a springboard for a cultural discussion
on the German artist Diirer. Conversion of the German Mark to the U.S.
dollar can also be demonstrated. As a homework assignment, for exam-
ple. students select and cut out five ads froni a new spaper or magazine that
picture something they would like as a gift. They must convert these
amounts into German Mark. If German catalogs (Quelle, Neckermann)
are available, this activity can be carried put by converting from Mark into
dollars.

Another excellent source of authentic naterials is the telephone book
(Lalande, 1985). A page can be enlarged and placed on an overhead. As
students view the overhead, the teacher puses a number of questions:
“What is this” “What can we find out about a person from a German
telephone book?™ “How do Gernuan telephone nunibers differ from U.S.
telephone numbers?” “Wha. %inds of street names do they have?” By
using the inside front page ot he telephone bouok, one can teach the
students how to reach the local «, rator and the international operator.
(The material learned in this kind ot FLEX acti ity should be recycled in a
spiral fashion in first-year German.)

Once the numbers and alphabet have been mastered, the students can
be taught the game of Seeschlacht (“Battleship™). For this gaine, the
students are divided into pairs and play for twenty niinutes. All students
are provided with game grids (horizontal squares are numbered one
through ten and vertical squares are labeled A through J) ujpon which they
hide four battleships. Through a series of guesses and responses, the
students attempt to find cach other’s ships. The first student to find the
opponent’s ships wins. The students have beer: equipped with a thorough
knnwledge of the alphabet and numbers and thus may notsay one word n
Englisk; if they do not underst.nd their partner, they must say Wie, bitte?
(“Please repeat”). This is a true oral proficiency activity. the students are
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exchanging mfortnation in the target language within a week of their first
exposure to German.

Another goud number activity is what can be called the “Swatch
Watch.” Students are taught the parts of @ wristw atch (Armbanduhr) on
an overhead transpatency. They are taught the rudiments of telling time
(vor, nach, halb, Viertel vor, nach). A worksheet containing the faces of
several docks (with specific tirnes on the) is passed out. As a homework
assignment, students write out in German the time that appears on eack
uck. The students are provided with the latest Swatch watch brochures
(tvailable at any store that sells Swatch watches) and may choose a
pattern or create their own Swatch design. (This is done as homew ork; it
helps the students to personalize the activity.) Cnee everyone has a watch
m hand, the teacher calls out Schreibe die Zahl drei auf die Uhr, schreibe
die Zahl zwolf, usw. (“Write the number three vn your watch, write the
nunber twehe, ete.”). The teacher circulates around the room to make
certain everyone is following carefully. The following day each student
must approach the teacher and ask Verzeihung, wic spiit ist es, bitte?
(“Excuse me, can you tell me the time, please?”). The teacher whispers a
definte tunie to cach student, and the students draw the appropriate times
on therr w atches. The teacher collects these and laminates them for the
followmg day. The nest day the students are handed their laminated
Swatches and carry out the final “Swatch Watch Activity ™. They paper-
ip their Swatch watch on their wrist and, using G nan only, ask as
many Jassinates as pussible in ten minutes for the time, This activity,
again, is a student-centered comnmunicative activity.

A Global Dimension

A creative approach to teaching colors in combination with culture is
through the use of flags of the Gennan-spedking countries. The teacher
draws the flags of German-speaking countries on five-by -eight index
cards and lanmnates them. Using exclusively the target language and the
TFR techmyue, the teacher expldins to the students what these flags are.
Dus 15t die Flagge von der DDR. Sie ist schwars, rot und gold/gelb. Die
DDR 15t im Osten, rechts neben der Bundesrepublik. (*“This is the flag of
the GDR. Itisblack, red, and guld/yellow. The GDR is located in the east,
to the right of Germany.™) The teacher hands the flag to a student, who
stands up next to the teacher. The teacher continues. Das ist die Flagge
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von der Bundesrepublik. Sie is auch schwars, rot und gold. Die BRD liegt
nebender DDR. (“This is the flag of the Federal Republic of Germany. Itis
also black, red, and gold. The FRG is located next to the GDR."”) This flag,
too, is given to a student to hold, and the same procedure is followed until
all the German-speaking countries are represented by students standing
before the class. The students position themselves and hold the flags so as
to reflect the relative geographical locations of the countries. (Several
groups of students can be brought to the front of the room in turn.) The
capitals of the countries can be learned the same way. The students have
thus learmmed the German names of the German-speaking countries, their
capitals, their flags, and where they are located.

Further cultural lessons can easily be incorporated by discussing
related topics such as the neutrality (white cross) of Switzerland, or
perhaps the symbolism on the DDR flag (w heat, hammer, compass). This
activity can be extended to Germany s neighbors by providing students
with ahandout containing the flags of these countries (Strasheimn, 1982b).
The students color them for the next day and cut them out. The teacher
models in front of the class as each student uses his or her set to carry out
TPR-like commands: Leg die Flagge von Dinemark diber die F. lagge der
Bundesrepublik; dic Flagge ist rot und weiss mit cinem weissen Kreuz.
(“Place the flag of Denmark above the flag of the Federal Republic of
Germany; the flag is red and s hite with a white cross.”) Globalizing such
activities not only prepares the students for the world, but also allows the
teacher to teach across the curriculum.

Reaching beyond the Classroom

One of the desired elements of a FLEX class is to get parents involved in
classroom activities. An activity that works especially well is to have the
students ask their parents or vlder siblings to answer the following three
questions:

1. What comes to mind when you hear the phrase “Made in
Germany’?

2. Whatis the last new spaper story you can recall that had to do with
Germany?

3. To which field(s) has Germany made a large contribution?
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The students record the answers in their notebooks. The next day the
teacher records parental responses on an overhead transparency. (Some
of the most frequent answers to the first question, for example, include
cars, fuod, china, beer, wine, candy, and clocks.) The answers are divided
into rubrics (such as cars. Porsche, Volkswagen, Audi, Mercedes, and
BMW).

The Bulletir Board: A Showplace of Culture

Aneacellent way to make the students aw are of the German influences on
L.S. culture is through the bulletin buard. Students are asked to bring into
class an advertisement or a picture of any product produced in Germany.
Within three days the entire bulletin board will likely be a collage of
Gummi Bear bags, pictures of clocks, watches, beer steins, Hummel
figurines, chocolate bar wrappers, electrical appliances (e.g, Braun),
and cars. A puster containing numerous words from German such as
Rmdergarten, delicatessen, and pumpernickel can be produced and dis-
iayed. Pictures of famous German composers and scientists can also be
mcluded. As a hands-on activity, the students turn their desks toward the
bulletm buard and are tuld to divide all products and items that appear on
the bulletin board into categories and write them into their notebooks.
(The student who records the imust items under the appropriate rubrics in
fifteen mnutes receives extra credit points,) The teacher then asks the
students to state the items found and records them on an overhead
transparency. This leads to numerous interesting discussions regarding the
orgins of fouds (turte, strudel, sauerkraut, hamburger, frankfurter, Kai-
ser rolls), literature (Grimn’s fairy tales, Faust), music (Mozart, Bee-
thoven, Brahms, Bach), spurts herues (Becker, Witt, Laner) and much
more. The same type of activity can be carried out with Gernnan
Christmas customs and their influence on U.S. customs (Nast's first
caricature of Santa Claus, the Advent calendar, the Advent wreath, many
familiar Christmas carols).

A Closer Look at Our Own Culture
It 15 interesting fur the students to discuss German immigration to the

United States in 1863. The Goethe Institute poster “Germany: A Slice of
American Pie” can serve as o puint of departure for this historical lesson.
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The teacher can conduct an inforinal ethnic survey of German heritage
among the students, compare the results with the 98 percent figure of
German ethnicity in the United States at large, and point out that German
is the largest ethnic minority in the United States. Famous Americans from
Germany or of German heritage can be highlighted. (It is quite an insight
for students to see the large number of Germans who have made
contributions to the United States.) Stressing such similarities and joint
efforts helps build an affinity within the students for German culture and
motivates them to want to learn more about it (Strasheim, 1981).

Conclusion

There are innumerable activities that can be carried out in the nine-week
FLEX program, and this article has sought to highlight a few of them,
using German for illustrative purposes. It is important to stress all four
skills of speaking, listening, reading, and writing as well as culture. The
materials should be taught in a spiral manner, to enable the topic to be
recycled on a higher level the following year in the foreign language
classroom. The activities must be selected according to the age, personal
needs, and interests of the students and the personal teaching style of the
teacher. New units should be continually devised to enhance the FLEX
course and added to the repertoire of materials. This keeps both the
teacher and the students fresh and eager to learn.

Where they exist at all, FLEX programs are usually aimed at seventh
or eighth graders. The FLEX course thus provides foreign language
teachers with a golden opportunity to expose students to the merits and
enjoyment of learning a foreign language and culture.

Note

1 For further information, please contact Aleidine J. Moeller, Chair, Foreig Languages, Central Ihgh
School, 124 North 20th Street, Omaha, NE 68102, 402-978-7141 or 402.978-7100.
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Enhancing the
Learning of Foreign
Languages at the
Middle School Level

Keiko K. Samimy?

Elizabeth B. Bernhardt
The Ohio State University

Introduction

Sturm und Drang (storm and stress) are words used at times to describe
the transitional years from childhuod tu adulthoud, ie., adolescence
(Sprinthall and Collins, 1984). Acadeniics search for the theory and the
research evidence to predict and eaplain the biological, psychological, and
social roots of the behaviors of preteens and early teens. Any middle
school or junior-high teacher “knows” the complesities and niysteries
surrounding adolescents and explains that the greatest teaching challenge
is indeed with them. Teachers explain that for the most part elementary
school children are biddable and couperative. High school students, while
perhaps not consistently couperative, can be reasoned with and made to
see the logic of certain directives. Middle school students are, however,
different: they are in the middle, w hich means that they are sometimes
compliant children and other times illogically uncooperative and stubborn
adolescents. For a teacher, these varying behavior patterns mandate a
need to adjust instruction at « moment’s notice in order to “fit” rapidly
changing, unpredictable students (Lerner and Foch, 1987).

The instructional project reported in the present paper focused
preciscly on foreign language learmers in the tramsitional world of
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adolescence. The project comsisted of infusing the Counseling-Learning/
Counzuwity Language Learming (CL/CLL) approach into a traditional
foreign language teaching setting, The ubjective of the project was to try
to utilize a foreign language teaching «pproach that is open, yet con-
trolled, sequenced, yet as rapidly changing as adolescents themselves.

Psychosocial Bases of Adolescent Development

Three £ rees are sitmultaneously tugging at the adolescent, First and most
obviou are biological forces characterized by cL.nges in body size and
shape ¢ » well as increases instrength and other phy sical capabilities. These
rapid boly changes, a “single defining characteristic of adolescence”
(Sprmthall «ud Collins, 1984, p. 37), contribute to the second principal
force in the lite of adolescents—social factors:

The omset uf puberty 1s sucrally mediated by the reactions of self and others. In
this view ones self-image and self-esteem reflect one’s own and others’
subjectve reactions to bwlugical maturation. And these reactions are deter-
mmed By sococultural standards, nonus, and expectations about physical
charactensties that are widely held in a sucivty or culture. (Sprinthall and
Collins, 1984, p. 79)

The therd force at work within the adolescent is cognitive in nature, Even
though the phystcal development is ot obvious and dramatic, cognitive
changes are equally remarkable. Childhood thought is generally charac-
terized as “concrete,” limited by the “here and wow ™ principle, as well as
by details rather than global views. The onset of puberty brings withit, in
contrast to childhood, an ability to thiuk in the abstract and to manipulate
thoughts and ideas 1ather thamuerdly coping with the world ina concrete
way. This dramatic change in thinking ability, this ability to begin
problemn-sol ng in abstract and creative way s, canbe characterized as the
psychological correlate to the ability to conceve.

Persons eaperienced with adolescents can readily identify these
furces at work. These same persuns are, however, quick to add a major
qudlification, L., that these forces are atwork in highly + ariable w ays that
seem at times independent of age and apparent intellectual ability. For
example, some adolescents experience rapid phy sical development, with
mrls generally develuping more quickly than boy s. These disparate physi-
cal developient rates contribute to differential social behavior. Sprinthall
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and Collins (1984) argue that “some adolescents may be quite skilled
socially and may think in very complea ways about the nature of
interpersonal relationships and interactions, . . . [others] may be less
skilled socially ™ (p. 107). Cognitive functioning reveals aparalle] phenome-
non Advanced cognitive functioning does not happen overnight. In fact,
note Sprinthall and Collins, “the transition is a gradual one, For quite long
periods a young person may show many instances of mature thought,
accompanied by just as many instances of relatively immature thought™
(p 108). In summary, all of these v ariable furces at work serve to make the
lives of those in contact with adolescents “interesting” at best.

Implications of Adolescent Behaviors for Instruction

Coneretely stated, middle school teachers must cope with persons who
are neither children nor adults. Consequently, in « school setting, instruc-
tionmust be structured at times in anclementary school like format with
conerete tasks, and at other times it must be set in a more adult-
like intellectual frame that encourages individual decision making and
initiative.

Traditional methods of delivering foreign languag, instruction tend
to address either one facet or the uther, but not both sitmultancously.
Elementary school forcign language instruction tends to be oriented on
the “here and now ™ prindiple, tapping children’s natural abilities in miumn-
cry. song, and play. Since children tend to be “concrete,” instruction that
deals with abstract concepts and ideas such as “the verb™ or “the past
tense™ is avoided. Activities that convey “the verb”—such as playing,
drawing, ruming, and pointing  and methods that are “real” and “touch-
able™ are appropriate High school language instruction, in cuntrast, often
focuses on abstract concepts, cither grammatical or cultural in nature.
Students learn about the fornmnal aspects of language uperations, such as
how participles are formed fromverb stems. They also begin developing a
sense of membership in « wider culture as well us healthy questioning
techniques about the role and place of other cultural groups in the world,

Neither of these two radically different approaches to the instruction
of foreigm language seems compatible with what is known about adoles-
cent development. While adolescents are no longer children and can,
therefore, begin to cope with the world in o “prublen-solving” manner,
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they are not yet ready to cope with the world in o« highly abstract fashion
Newman and Newntan (1986, p. 256) comment as follows:

T he transition from concrete to formal operational thinking occurs gradually
as children apply the general, systematic problem-solving approach to a
broader azd broader range of specific tasks. . ..

Onequality of formal theught appears to be the realization that some kind
of system or strategy 15 required for solving a problens. The pezson must
anticipate that a nunber of danensions or variables are imohved in the solution
to compk problems. ... Nennark (1952) has suggested  that there is @
sy stematic progression m how young people approach problems during the
vears trom 11 thromgh 15, She described the progression as. (1) no rule; (2)
lnted rules. (3 collection of rules o uncdaborated principles. and (4 general
principles.

The Counseling-Learning Commnunity  Language Leaming (CL/CLL)
approach to language teaching acconnodates Neimark's stages as out-
lined by Newman and Newman.

Soctal factors seen to be as critical as cognitive aspects in adolescent
devdlopment. The capacity to think hypothetically brings with it the
capacity to take assumptions about oneself and others. Adolescents
often faul to under stand that others do not or tiay not share the same set of
assuptionts (Newiai and Newnian, 1956), they are caught up in their
own thoughts and often believe that others also “share these same
preoccupations” (. 234, Henee, unlike the high school student, who may
be able to discuss and pereeive the relative merits of different cultures and
ways of Iife, adolescents are not necessarily prepared to understand such
discussions and develop suchperspectives. New man and Newman suggest
that one way “to reduce adolescent egocentrisni . . . [is through] social
mteraction with peers” (p. 253). This sugge sthion, too, is accommoda ted by
a CL/CLL approach to teact mg foreign languages.

Counseling Learning/Communiiy Language Learning
and !¢s Theoretical Background

Counselng-Learming (CLy, an approach to language learning and teach-
mgdevised by Charles A, Curan (1961, 1979), recognizes the need ferego
permcability aclieved through reduced inhibitions. Curran, a clinical
psycholugist mterested in applying counseling skills to the teaching of
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foreign languages, observed that many students at the university where he
was teaching experienced anxiety and frustration w hen they attempted to
leamn second languages. As a clinical psychologist, he realized that those
reacticns observed among graduate students were very similar to the
reactions expressed by psychological clients in beginning counseling
interviews. He describes the similarities in the following manner:

As the psychological client is moved more or less strongly m the direction of a
persomal solution and at the same time frustrated by his confusion, the
language elient is ansious to speak the language and is at the same tune oqually
frustrated by hislack of linguistic touls. Buth seem also mconfhetmg eimnotional
states of wishing to be independent on the une side and to have someone else
solve their problenis, and on the other. feeling hostile a1 resistant to such
dependency, 1. their own urges to find an independent self-directed solution.
(Curran, 1961.p. 3)

Adopting the mode of a counseling situation for language instruction.
Curran referrcd to the student as a “language client™ and to the teacher
who is equipped with linguistic resources and a counselor’s wann,
accepting, and empathetic attitude as a “language counselor.” To break
down inhibitions, Curran creates « learing situation that is characterized
by warmth and acceptance. The role of the angnage counselor is to
communicate empathy for the leamer’s threatezcd state. . . . to aid hun
linguistically, and then slowly to enable him to arrive at his own inereas-
ingly independent language adequacy” (1961, p. 82).

One of the fundamental concepts m the CL approach is that learing is
viewed as a whole-person activity, with the learmers deeply involved in
whatever they intend to master. The basic CL concerns center on the effort
(o understand the way in which plysical, emotional, intellectual, and
voluntary feactions are all integrated to proside personalized and inte-
grated leaming experiences for the learner. In discussing the significance of
an acceptant attitude on the part of the teacher in lessening feelngs of fear,
anticipation, and disc ouragement in the students, Rogers (1969, p. 3) says:

Do such feelings have a right to exis openly ma school settmg? It s n1y thesis
that they do. ‘They are related to the person’ becoming, to his effective
functioning, and to deal understandingly and acceptantly with such feelmgs
has 2 definite refationship to the leaming of long division or the geography of
akistan,
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In summnary, coupling Curran’s whole-person approach to education
and Rogers’s hamanistic view with the psychosocial nature of adoles-
ceitts seems to yield a wholly compatible approach to foreign language
fnstruction,

Related Research on Counseling-Learning

The CL approach has heen studied under various circumstances. La Farga
(1966) conducted an eaperiment in which members of a group leaming
four foreig, langaages (French, German, Spanish, and Italian) were
studied under group counseling conditions. After a nine-month period,
students m the experimental group acquired alinost as much language
competence in all four languages as the control group did in one language
Tle experanent also showed evidence of increased positive self-regard
among experimental group mmembers.

Begm (1971) investigated the evaluative and emotional factors of a
group of U.S. college students lzaming French in Quebec, Canada. Nine
Englishi-speaking subjects volunteered fer this experiment for a period of
ax weeks. In addition to linguistic variables, motivation, anomie, and
evaduations of French Canada were measured as affective variables. The
analysis of the data indicated that (1) the CL group obtained as much
French as the control grovn in the skills of auditory comprehension,
speaking, and reading comprehension, (2) the CL group (t = 2.06), in
contrast to the control group (¢ = 0.35), showed - positive change in
motivation to learming Frencli (p < 0.05), and (3) the CL group developed
a more positive enotional attitude tow ard French Canada (+ 8 %) than
did the contre! group (+ 3 9).

Begin (1971) connnents on the sigmificant positive changes ir. the
expernnental group by saying, “We think that the experimental subjects
became more positively motivated because they were provided with
emotional support and with the opportunity for personal evaluation of
their learning experience” (p. 50).

Rardm's (1971 research was conducted around task-oriented coun-
lmg experiences for slow -learming third graders. The purpose of the
study was to see if “leaning readiness” would contribute to a more
positive self-image and thus aid leaming, The leamers were put in a
supportive counseling atmospliere, and success-oriented programing was
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utilized The findings revealed a statistically significant difference m1 favor
of the counseled group.

Gallagher (1973) conducted an experiment to evaluate the Counsel-
ing Learning approach to foreign language iustruction in high schoal as
compared to a traditional approach in termis of language achievenient,
personal orientation, and change in attitude toward foreign language
leamning A unique aspect of this study was that the experimental group
experienced simultancous exposure to both Spanish and German while
the control group had exposure to either Spanish or German only. The
language achieverment was measured in two areas. (1) cognit = lan-
guage skills  reading comprehension and knowledge of gramunar—and
(2 practical language skills listening and speaking. The analysis and
data indicated that there w.s no significant difference in gain between the
experimental and the control group with regard to cognitive language
skills. For practical langnage skills, however, the eaperimental group
surpassed the comparison group in listening aixd speaking skills in each
target language Moreover. the eaperimental group showed a gain in the
inner-directed scale {(p << 0.01}, whereas the control group showed a slight
decrease Finally. the experimental group also showed a greater positive
attitude chunge tow ard foreign language leaming than the control group
(p << 0.05)

Thus. CL/CLL shows important results in niany areas. It is interest-
ing, however, that the technique has not been probed fe use with
adolescents It was the aim of the present project to begin such probing,

The Project

The project was a collaborative venture between The Ohio State Univer-
sity Foreign Language Education Program and the Columbus Puble
Schools The CL/CLL sessions took place at Mifflin International Middle
Sehool.

As one of the Colurbus Public Schools” twenty -sia middle schools,
Mifflin’s academic program follows the Graded Course of Study used n
all of the district’s schools. A unique feature of Mifflin, however, is its focus
on international topics across the curriculum. reading, language arts,
math, science, social studies, health, and the unified arts (physical
education, art, and vocal and instrumental music). Teachers at all grade
levels —sixth, seventh, and eighth—tie their individual coursework
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together under commion schoulwide themes throughout the school year.
such as “interdependence.” “diversity.” “change.” and “power.”
Supplenenting the coursew ork are field trips, guest speakers, and other
actvities that enable students to explore the arts, food. history. and other
cultural aspects of the world community. In- addition. every student at
\hitfln International has the opportunity to study Chinese, French,
Gemuan. Japanese, or Spanish. Mifflin has 387 students mgrades six (213),
seven ¢ 180). und eight (194).

Activities:
Teaching Japanese in the Counseling-Learning Approach

For ths project. 30 sixth-grade students of Japanese. out of a total of S0
students m the Japanese program. participated. The CL sessions were
conducted one hour every week from January through June of 1989.

One of the basic ingredients for actualizing the CL approach is to
bring “personal” qualities to the teacher-leamer relationships and to
learmng activities. In order to establish a “personal”™ atmosphere i
teachmg Japanese to o group of middle school stadents at the Mifflin
International School. five mterrelated strategies were employed: Leamer-
mtiated conversation. promciation practice with the “human compu-
ter.” gamies. Japanese cultural activities, and a reflection period.

Learner-Initiated Conversation. The learners were seated i a circle
witha tape recorder m the center, The teacher-counsetor remained outside
the arcle m order not to interfere with the group dy namics. The teacher-
comselors role was to provide a (ke ar procedural statement. neces.ary
Iingmstic mtormation upon the leare rs” request, and maximun security
tor the learners. A comersation ustially took five to ten minutes. When a
learner said somethmg in English, that utterance was translated mto
Japanese (the target Lagguage) by the teacher-counselor. The learner then
repeated the Japanese traslation into a tape recorder. By the end of the
fnentinute comversation. there was recorded material in which the
Jearmers were speahmg in Japanese. The teacher-connselor played back
the tape and went over the comversation sentence by sentence. As the
leamers heard their own sentences, they translated them back into
Enghsh. The comersation was then transcribed phonetically onto a
transparency, and the teacher-counselor dlicited the leamers” hypotheses
abont salient characteristics of the Japanese langzuage.
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Pronunciation Practice with the Human Computer. The concept of
the “human computer” is based on combining the best characteristics of
Iunan and machine One of the great advantages of a machine, for
example, is that it can tirelessly repeat material as mamy tines as the
learner needs to hear it Lacking in the machiine, however, are the uman
qualitics of warmth and the understanding attitude that a teacher in a
claseroom might comvey. Thus the hunan computer is a combination of
the depersonalized quality of a nachine with the sensitis ity of a hunian,
offering a native speaker’ linguistic as well as sociolinguistic competence.
The Inman computer provides an informational relationship between a
teacher and a learmer; the human computer (the teacher) has control over
the knowledge that the learmer needs (vocabulary. prommciation, gram-
matical structures. idioms, and so ony, the “computer™ simply puts itselt at
the serviee of leaziers, who might otherw ise fear that, as they reach out
for this knowledge, they will be Turt or humiliated.

Innpracticing pronunciation. for example, the teacher gave the student
the following iustructions. 1 am your Japanese computer. This computer
is programed to give you information only i Japanese, however. it
understands both Japanese and English, so if vou would like to chieck a
particular sound, plirase. or whole sentence with the computer. you can
give the data either in English or in Jupanese. The computer will keep
giving you the data as long as you are saying the words, plirases, or
sentenees The computer will stop as soon as y ou indicate by vour silence
that you have the infonmation you need. Instead of typing on the
keyboard. simply feed the data into the computer by speaking.”
Games.  Games were used to review material from previous lessons.
They were intended not only to tacilitate the intenalizing process but also
to encourage peer leaming ad foster a semse of commumity. For card
games, for example, the class was divided into stall groups. The teacher-
counselor explained the rules of the gamne and set the time linit at
the begiming. She also made herself aailable as resource persoll.
Twopopular games were “Concentration Game™” and “Go Sashimi™ (Jap-
anese raw fisly). Another popular ganie was “Telephone.” which encour-
aged the students” attentive listening skills wd ¢ aretul pronunciation
commmnuication.

Introducing Japanese Culture.  The teacher-counselon introduced as-
peets of Japanese culture through songs, origami (paper folding), and
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videotapes. The Class was also visited by a Honda of Amnerica employee
who talked abuut cross-cultural experiences between Americans and
Japanese working at the Honda plant in nearby Mary sville, Ohio.

Reflection Period.  Tu close each day’s activities, five or ten minutes
were desygnated for a reflection period. During this period, the teacher-
counselor assumed the role of a group counselor. The learners were
encouraged to talk openly in English about their reactions to the class and
tw the language. The teacher-counsclor listened with interest, occasionally
suttmarizmg what the learner had just said, verify ing for herself and for
the learner that she was getting the samie picture that the learer had in
mnnd. This activaty provided a chanel of communication and was crucial
m strengthenmg workimg relationships not only between the teacher and
learners. but also among the learners.

Evaluation: Adolescents’ Reflections after Six Months

Six months after the start of the project. 10 of the students who partici-
pated were interviewed by rescarch associates. The questions posed
concerned (1) the study of Japanese in general and (2) the Counseling-
Learmmg, approach. The following is a transcription of some of the
students” observations:

The Study of Japanese in General

Interviewer: Can you tell me why we need to keep the Japanese
program in the school, and what you liked about it?
5L I eel that it's worthwhile to learn Jupanese because if
vou get a job in the future, you know, a job, then, and
vour boss speaks Japanese you can know what they e
saying.
$2. Well, not many people are leaming Japanese or Chinese
or stuff like that and so we'e like the hope for the future.
$3. A lot of them [friends] are learning Spanish and French,
and then when you say something to them in Japanese,
they think it’s pretty neat because they dont.
Intenviewer: Do you ever play with Japinese children outside of
school?
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Yeah. At my dad’s office there’s lots of Japanese people
and sometimes he makes r..e talk to them.

We went to a Japanese restaurant and looked at the
menu and I eould actually tell what it said. That was
really nice to know what it said.

The Counseling-Learning Approach

Can you say more about the specific activities you did
with Dr. K [counselor J?

We learned tke numbers, and she had a story to go with
it so it was easier to learn, and it’s easier to say in your

head.

Had you learned to count hefore?

No. Well, actually, we had numbers, but we didn’t leamn
them.

I think we liked Dr. K like when we did body parts she
brought in a stuffed animal and . . .

(Interrupt) So see that makes it more funner.

Does it have to be fun to leam?

It's more than having a person go like, “This 1 my leg”—
It's like, this is how you say “leg” in Japanese, . nd taat's
boring. It's more fun to do it like Dr. K did. Your teeth is
in your mouth and when you say “ha ha” you probably
think of teeth. That made it fun.

What did you like about Dr. K*
She made it more interesting, Like you want to learn
instead of just sitting there.

Can someone tell me about the game “Telephone”™

It teaches you how to pronounce better, ‘cause if you do
it wrong it’s wrong all the way around. You had to tell
the other person how to say it. In other words, to win the
game vou had to learn to pronounce it.

What would you say to someone who said “I hate
Japanese; I would never want to learn jt”?
I'd say, try it. You never know unless you try.
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S10: Yeuh, encourage people, that’s the point. I mean if you
just say Japanese, that sounds boring but if you
encourage them to just try it they might like it.

Interviewer. When this is vver, are you all guing to give up the study
of Japanese?
$9: No way. I want to get down deeper into it
S10: 1 want to go to Japan.

Interyiewer. Final words of wisdom for future generativns? Like, if
you should recommend Japanese.

SI: 1 think I might recommend to take Japanese for the
challenge of it. It’s harder than sornething like French,
like we have to leam the symbols like Hiragana and
Katakana. But it’s really fun.

S10; If people think that Japanese is boring, they might not
have tried it or anything like that. They should try it
because people are guing to have to know Japanese in the
future because we'e going to be trading more and more
with Japan, and someone’s gonna need to know the
language.

Conclusion

Strikmye the optunal balance between control and freedom in teaching is
perhaps one of the iust Challenging tashs for many teachers, particularly
at the nuddle school level. Too much control i a classroom will stifle
adolescents’ spontaneity and creativity, w hile allowing too much freedom
can result in chaos and eventrally cause resentment in them.

The Counseling-Learning approach incorpurates both teaches con-
trol and student frecdom in foreign language learning, Teacher control is
needed to provide clear structuring statcrments in the classroomin order to
avord unnecessary confusion among students and to direct their attention
t «shared goals. In the Counseling-Le-.rming approach, the teacher control
1s a privnty for students to fully practice their freedom to leamn. Thus,
students begin to redlize that their freedon in learning is enhanced by
knowmg the “rules of the gane.” In other words, the learners” freedom
presupposes their willingness to take responsibility in learning.
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The comments from the students at Mifflin International reveal that
they had fun while they were learning—a childlike motivation. At the
same time, they reported on their future “adult” roles with pride and self-
esteem While sustained research is needed, this project suggests that an
application of CL/CLL to the middle school level does enhance students'
interest and motivation in learning a foreign language.

Note

I Forfurther infonmation contact Dr ketho Sanumy, Olno State € mnersity, College of Edueation,
Columbns, OI1 43210

References

Beson Yves 1971 Evalnative and Emotional Fac tors m Learmung a Foreygn Language., Montreal. Les
Editiones Bellannine

Curran, Charles A 1961 "Counseling Shalls Adapted to the Learmg of Foreym Languages.  Bulletn
of the Menninger Clinic 25 79 93,

——— 1979 Counscling Leaming A Whole Person Modl for Educ ation. New York: Gnune and
Stratton

Gallagher, Rosina M 1973 “Counselmg Learnmg Theors Applied to Foreym Langmage Leaming,
Ph.D. diss., Loyola Unneraty of Clucago

LaFarga J 1966 "Leaming FurvlgnL.mgu.lg('\m(,mup-( vunselmg Condhittuns Phl). dis. Loyola
University of Chicago.

Lemer Richard M and Terrvl T Foch 1987 “Brologeal-Paychosocial Interactions m Early
Adolescence An Overview of the Tssues.™ pp 1 6 m Richard Lemer and Terryl Foch, eds.,
Biological-Psychosocial Interac tons m Early Adolescenc . illsde, NJ: Erlbaumn,

Nemnark D 1982 " Adolescent Thought Transation to Fornal Operations, pp. 486 Y m B B.
Wolman, ed . Handbook of Develupmental Psychology. Englew ood Clitfs, NJ. Prentice-1Hall,

Newman. Barbara M. and Philip B Newmnan 1986 Adolcscent Det elopment Columbus, O
Mernll,

Rardm, Jennybelle P 1971 “Task-Onented Counselng Espenences for Slow-Leaming Third Grad-
ers.” PhD diss . Lovola University of ( “hicago

Roger Carl 1969 Freedom to Leam Columbus, Ol Mernll.

Shastramy ¥ L 1966 Carmg Relationshap Inventory San Diego, CA Lducational and Indlustnal
Testing Senace

Sprmthall Norman A and W Andrew Collas 1954 Adolescent Psychology. A Developmental
View Reading. MA Addion-Wesley,

1




6
Staff Development for
the FLES Teacher:

Networking to Make It
Happen

Audrey L. Heining-Boynton!
University of North Carolina-Chapel Hill

Foreign language educators and advocates acruss the country agree that
foreign language in the elementary school (FLES) is an issue of the
nineties. More specifically, states and conuunities have defined FLES as o
priority and are now concerned with tupics such as content-based instruc -
tion, articulation, and teacher training. Inservice education is a key
component to making it happen.2

This paper will examine the use of inseryice education and w ay s that
a schuol system can netw urk in order to provide rich and diverse staff
development to enhance FLES programs. One schoul district in North
Carolma will be highlighted in this article, other districts acruss the state
have similar offerings for staff development.

What Do We Know about Inservice Education?

I order to planeffective inservice education, itis helpful to build on what
we dready know. Showers, Juyce, and Bennett (1987) examined thirty
years of research on staff development. Their review of nearly two
hundred research studies netted the following synthesis.

1. What the teacher thinks about teaching determines what the
teacher docs wlien teaching. Therefore, when training teachers,
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we must provide more than “going-through-th. -motions”™ of
teaching.

Almost all teachers can take useful information back to their
classrooms when their training includes four pacts: () presenta-
tion of theory, (by demonstration of the new strategy, (¢) initial
practice in the workshop, and (d) prompt feedback about their
efforts.

Teachers arelikely to keep and use new strategies and coneepts if
they receive coaching (either eapert or peer) while they are first
trying out the new ideas in their classroont.

Competent teachers with high self-csteem usually benefit more
tront training than do their less competent, less confident col-
leagues.

Flexibility in thinking helps teachers learn new skills and incor-
porate them into their repertoires of methods.

Individual teaching styles and value orientations do not often
atteet teachers” abilities to learn from staft development,

A basic level of knowledge or skill in a new approachis necessary

betore teachers can adopt and aceept the ideas.

Initial enthusiasin for training is reassuring to the organizers but
has relatively little influence upon learning,

It does not seenn to matter where or when traiming is held, nor
doesitreally matter what the role of the trainer s (administrator,
teacher. or protessor). What does matter is the training design,

Similarly. the effects of training do not depend on whether
teachers organize and direct the program, although social cohe-
sion and shared understanding do facilitate teachers” willingness
to try out new ideas. (p. 79)

Keeping the above principles in mind can assist stufl development
plamers.

Statt development has been critical for FLES in North Carolin,
School districts are in the process of implementing state-mandated foreign
Lagmagse in the elementary school, and ¢ olleges and universities are also m
the process of laving their clementary school foreign language teacher-
training programs developed and approved. While universitios are
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and from a varicty of sources has been essential for training the FLES
teachiers. Staff development offerings have been provided by the North
Carolima State Depastment of Public Instruction, teachers and admini-
steators of the local schoul distiicts, colleges and umersities, state foreign
language organizations, and academic alliances.

North Carolina has 134 schwol districts, of wk™h the Wake County
School District (Raleichy is the second-largest. 1 ae district comprises
33 nommagnet dementary schouls serving vver 25,000 children.? Wake
County nuplemented the North Caroling state-mandated FLES program
m hindergarten and the first grade in 1988 1989. The district hired 17
FLES teachers to instruct Spanish for twent, minutes twice weekly to 147
sections of Kindergarten, 4 sections of kindergarten and first grade
combmed. 146 sections of first grade, and 3 sections of a combined first
and second grade. The teachers cane from a variety of preparations: 7
had secondary certificates in Spanish, 1 was middle-school-certified in
Spamsh, 1 held « Special Education,'Spanish certificate, 1 was middle-
schoul-certified in math with an endorseient in Spanish, 4 had elemen-
tary certificates with abackground in Spanish, and 3 had no teaching cer-
tificate but held hachielor’s degrees in other disciplines (c.g., science; and
had natise ur near-natnve proficiency in the language. Mamy of thuse with
certificates were licensed to teach in a s ariety of additional arcas as well.
Inservice was tu be the key to bringing together this diverse and talented
group of teachers.

Planning for Inservice

Keepmg the findings of Showers, Juyee, and Benmeut (1987) in mind, the
Wake County dementary fordign language progra specialist planned for
afull year of mservice education. First, lie arranged for the FLES teachers
to be released from teaching on Mondays for the entire school year for
statf development. Also, FLES Spanish instruction did not begin until sis
weeks mto the fall stiester. The time thus set aside was totally devoted to
inservice training,

A state-endorsed committee composed of FLES teachers, public
schoul fureign language supervisurs, university teacher trainers, and
North Carolime State Department of Public Instruction personnel devel-
oped over a one-year period the requirements for a new K12 foreign
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larquage teaching certificate. The group identific J tw enty -two competen-
cies that every newly certified foreign language teacher would have to
demonstrate (see Appendis). Based on these tw enty-two cumpetencies
and the backgrounds of the newly hired FLES teachers Wake County’s
elementary foreign language program specialist devised over the sunmmer
a flevible calendar of suggested workshops and other inservice ideas
before the teachers arrived in August.! The teachers were encouraged
throughout the year to make suggestions for additional topics to be
covered or concerns that they felt needed to be addressed.

The Year-Long Inservice Program
Observations, Preteaching, and Building Community

Of primary concern to all the teachers when they arrived in August was
“what do we teach and how do we teach it?” The clementary foreign
language program specialist decided that it was crucial for the language
teachers to see FLES classes in action, as well as to become familiar with
how a typical elementary classroom and school operate. Therefore,
the first training revolved around visitations to FLES classrooms in
neighboring communities where FLES lad already been implemented.
Anexchange of materials between the school districts and reciprocal visits
ensued from those carly observations. The new FLES teachers also
observed regular K 1 classroom teachers. Each FLES teacher made
approximately six full-day visits, arranged by either the elementary
foreign language coordinator or the FLES teacher, from mid-August
through the end of September.

During those first six weeks of school, the teachers not only observed
but aleo practiced teaching, (Prior to being hired to teach Spanish FLES,
none of the teachers had taught a foreign language in the clementary
school ) The elementary foreign language prograim specialist arranged for
them to teach in a local preschool, as well as to substitute-teach in several
of the magnet schools in Raleigh.

Also on the carly agenda was the need to develop a sense of
community among the group. suceess for the FLES program depended on
a number of factors, not the least of which was the teachers’ ability to
work harmoniously. One technique used for building couperation and
cohesiveness was “didactic activities.” Didactic activities are interactive
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assignmients where usually two or four people work cooperatively to
share mionnation, answ er questions, or solve problems. For example, the
Wake County elementary school Spanish tcachers shared with one
another their completions of the sentence, “1 am happiest when .. .” The
partuers then shared wliat they leamed about their colleague to a larger
group. In addition to participating iu didactic activities, the FLES teachers
shared mfonnation from thar assroum observations and teaching, and
erttiqued one another during peer teaching opportunities.

Workshops and Presentations

FLES teachers attended « variety of workshops geared to their needs. In
August, the state foreign Lagguage consultant visited the teachers for a
halt-day, he gave o prescntation o the North Ceroling foreign language
teachier competencies and the teadlier certification process they would
need to follow in order to receive a K 12 certificate.

The clementary foreigm language program specialist felt it was
important that the Wake County FLES teachers see themsehes in the
context of the rest of the state in order to help put the Wake Coumy
program in perspective. Therefore, another county’s foreign language
courdinator was invited to talk inde tail dbout what was happening with
FLES w Ler county. Also, the state department’s coordinator of second
langruagzes discussed the stete’s Basic Education Program (North Caro-
lia’s educational reformnmovennenty and presented ingeneral terms w hat
wats lappernng across the state inclementary fordign language education.

Midw ay through the second semester, the teahers took partin two
full-day workshops dealing with child development, first and second
language acqusition, aid the history of FLES. Teacher trainers gave these
workshups, designing theu to build on the practical eaperiences the FLES
teachers had already had over the past seven months.

At the end of the school year, a one-day workshop, also given by
teacher trainers, afforded the opportunity to FLES teachers and the
magnet school teachers cach to understand the role of the other. In the
morning, didactic activitios helped build o seuse of conmunity, in the
afternoon, the group leaders guided the participants to work cooper-
atively on a revised philosoply and program development for forcign
languages in Wake County.
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Conferences

The FLES teachers attended tw o major conferences during the year.
In the fall, they took part in the Forcign Language Association of North
Carolina’™ two-day ammnal conference. At least seven sessivns during the
tw odays dealt directly with FLES issues and ideas. In the spring, the State
Department of Public Instruction organized o conference on articulation.
FLES practitioners and advocates from across the state and country came
together for two days to share ideas on articulation, staff development,
materials, and program design and development.

Curriculum and Materials Development

Administrators of the district chose to have a content-based FLISS
curriculum. Beyond that decision, no othier steps Iad bheen taken to write
curricelum or develop materiads before the arrival of the teachers in
August During August and Scptember, alomg with their visitations and
practice teaching, the FLES teachiers familiarized themselves with the
regular K 1 curriculum. They also examined the Ferndale (Michigy
Schools™ plan.® Ultimately, they cliose to teach coneepts that would
parallel and reinforee the regular dassroom curriculun offered it
Wake County Schools,

When the time came to construct curriculum and create activities and
ni.terials, cach of the seventeen teachiers brought different areas .5
expertise to the process. For example, the four elementary -certified
teachers helped with agsec-appropriate activitios to teacds Spanish across
the curriculum. The FLES teacher centified in special cdacation acted as
consultant whenissues were raised concerning how to deal with the needs
of the special students. (A Children, including those determined to be ot
risk. study Spanish in Wake County.) The artists of the group also rose to
the occasion, sharing their taleats with their colleagues.

Once they began instruction, several of the FLES teacliers arranged
to have their classes videotaped. Then, on Mowday momings., the group
watched and commented on their peers” teaching. As the semester
progressed, more and more of the teacliers felt cormfortable being taped
and sharing the cxperience with the group. M nday momings were also
devoted to a “swap shop * of ideas and talk about wlat they would
be teaching the following week. Monday afternoons were devoted to ma-

rials development. The Monday workdays were held at the Wake
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County Teache 5™ Resource Center, audiovisual equipment, paper, and
photocopymg and laminating machines were some of the items available
for use at this location.

Other Staff Development Projects

North Carolma and the satellite broadeasting company that serves the
state’s schools received a major grant to produce a twenty-one-hour
FLES methods course. During the summer of 1989, the Wake County
teachers, an well as teachers across the country, were able to take
advantage of the interactive video class. The Wake County program
specralist wvas one of the originators of the concept, and several Wake
County teachers were featured on the programs.

The FLES educators were not exclusively on the receiving end of the
staff development: one Wake County tcacher was a leader at a state-
sponsored one-week retreat for principals. The retreat was designed to
explam carly forerm language teaching and leaming o clementary schvol
prncpals m a =laed setting. (Such retreats have been offered for two
vears and are considered highly successful, the principals leave with either
anew or renewed respeet and support for carly language study )

The FLES teachers also took advantage of staff development pro-
grams that were offered to other groups in e school district. For
evample, tie clementary school Spanish teachers attended a full-day
kmdergarten study conference that had been arranged for the regular
classroom teachers.

stll other programe included a visit by a representative from the
North Carclina World Center, who made a presentation to the FLES
teachers about making puppets and offered ideas for using puppets in
class. Area academic alliances, compo.ed of te. ' = from kindergarten
through university level, met on amonthly basis 1 and concerns were
Jhared on a variety of topics dealing with o hmg of foreign
languages at all levels.

Ideas Generated

Besides the curriculun, niaterials, and sense of group that developed over
the cour<e of the year, o muniber of other ideas and additional projects
were generated. One topic discussed was the isse of public relations, not
only with parents and the connrunity, but also with elementary school
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staff and administrators. The FLES teachers and the elementary foreign
language prograum specialist put on special assemblies and programs in the
schools, made presentations before PTA and school board neetings,
contacted the newspaper with information about the FLES program, and
produced an eight-minute professional-quality video describing the Wake
County FLES program. (Testimonials from regular classroom teachers,
administrators, and parents are a part of this promotional video.?)

For additional reinforceinent, the teachers organized foreign lan-
guage media centers in the elem<ntary school libraries. Planned for the
future are programs that will .ir on a local access cable channel that will
review and recombine 1naterial already presented to the children. The
series is slated to begin during the summer of 1990. It will use a content-
based approach that will enhance the North Carolina Department of
Public Instruction’s guidelines of w hat to teach in the regular kindergarten
through second-grade curriculum.

Evaluation of Staff Development

As noted above, the twenty-two North Carolina foreign language
teaching competencies (Appendix) had been used as guidelines for plan-
ning the inservice education program. Twenty of the twenty-two compe-
tencies were addressed at least once at some point during tk.c school year.

Informally measured, the overall attitude and feeling of the FLES
teachers and administraiors was that the inservice education over the year
was highly successful and beneficial. The FLES teachers were also asked
to complete a formal program evaluation at the end of the school year.
This questionnaire asked about all aspects of the FLES teacher’s job:
seven of the fiiteen jquestions dealt either directly or indirectly with the
" inservice education of the district. The survey had a 100 percent return
rate In summnary, the resuits were that the FLES teachers felt very positive
about the staff development program provided them during the '98§-
1989 school year. (For example, all seventeen either “strongly agreed” or
“agreed” that they felt good about their teaching; and fifteen of the
seventeen FLES teachers reported that their job was rewarding,) When
asked if the inse-vice programs were informative and useful for the job,
sixteen of the seventeen either “strongly agreed” or “agreed” that they

were.
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Problems with the staff developnint program included time and
space difficulties. Most of the individua., imohved agreed that not starting
to teach until six weeks into the fall semester was too much of a delay- the
FLES teachers becauic « ager to do what they had been hired to do. Four
weeks would have been better.

Second, it turned out that Monday was not the best day of the week
to hold the inservice education, for the elementary schools of Wake
County had staff meetings on Mondays. The FLES teachers needed to
attend thuse neetuigs to demonstrate that they were an integral (and not a
“special” or “extra”) part of the school.

Finding a space where the FLES teachers could hold the staff
development sessions proved to be a problem at times. Normally, the
group ' v at the Teachers’ Resource Center. Many times, though, rooms
at this facility and others in the district were overbooked, causing a last-
minute scramble for a meeting location.

Evaluation of this project would not be complete without checking
if Showers, Joyce, and Bennett’s (1987) findings had been put to use. First,
teachers Wwere given numerous experiences in which they could feel
posttive about teaching and about themselves, the results of the year-end
sunvey regarding teacher satisfaction prove that this goal was achieved.
Second, the training sessiuns were carefully designed; the program
spectalist provided detailed information in advance of presentations so
that speakers and presenters could best meet the needs of the teachers.
In the sessions, the teachers were provided the theory of aconcept, given a
demonstration and opportunity to practice, and furnished with prompt
feedbuck. Eapert or peer coaching was constant throughout the year. The
teachers were encouraged and rewarded for being flexible, and all
knowledge was presented at a basic level to ensure understanding and
ownership.

Conclusions

Well-planned s evice 15 an important component to any school system.
In North Carolina, mservice education has been paramount to defining
the 1ssues in FLES and then making high-quality programs happen.
One school system in the state networked resources from the state,
universities, school district, and community for inservice education.
The district created a program based on previcus research on staff
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development, the state’s twenty -tw o competencies for foreign language
teachers, and the individual needs of the teachers. Both teachers and
administrators gave the program high marks. Without a doubt, inservice
education programs such as the one featured here can have amajor impact
on the success of new and existing FLES programs.

Notes

1 For further mbonmation. please contact Dr - Audres L Hemmg-Boy nton, School of Education/
Peabody Hall. € nnerats of North Carohna at Chapel Hill, Chapdl Hill, NC 27599-3500, phone
1919; 966-3291,

\ecordmg to the Thesaurus of ERIC Descrptors 1 Anzona Orys Press. 1957), “insenvice educa-
ton”is defined as courses and provrams desumed to provide emplovee staff growth m joberelated
cetrpetencies or shalls, often sponsored by cmployers. usually at the professional level, “Staff
developinent” means emplover-sponsored activibes or provisions such as release tune and tuition
srants through which existinst personnel renew or acqquire skills, knowledzze. and attitudes related to
1oh orpersonatdevdopment © this article. “mservice cducation™ and “staff development” wyll be
used sy nomanoush
3 Ancketve program of elementany foreym Lingagtes has been ongomg sinee 1982, This prograim

nclides 12 mfted-and-talented magmet schoels and 2 intennational magmet schools, Also. the
author wishes to achnowledge contributions to this artels by Fimn Hart, Forenm Language
Programn Specialist tor the Wake Count: Public Schools.

4 Wake Conmty vall fuid staff development onhy if it direetly pertams to teachmg behaviors, The
schouls provided approvimately $3500 for FLES staff developmient dunng the 1985 1959 sehool
year Ao school districts could apply to the North Carolna State Department of Pubjie
Imstniction tor staft development fands, Wake € ounty FLES recenved momes from th sovrce as
well

3 Mo North Carohna college or unisenity had an approved forenm language teack traumng
prowram inplace n 1958 togrant the K- 12 forenm language teaching certibieate. Theretore, FLES
teachers are working under a variety of certificates with severa options provided by the state
department to tonmalize the certificate

6 Formformaton regarding the Femndale FLES program, contact Lymn Haire, Forem Language

Coordnator Ferndale Pabli Sehools, 581 Picerest, Fenxlale, Michigan 45220

Thisvidens can be ordered by wniting My Tim Hart, Forenm Language Prosram Speeralist. Wake

Cannty Sehaools. 3600 Wake Forest Rd . PO Boy 25041, Raleweh, NC 27611,
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Appendix:

Foreign Language Teacher Competencies K-12
Wleveluped by the North Carolina Departiaent of Public Instruction)

A. Academic Skills and Knowledge of the Target Culture
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Listen
Speak
Read

. Write
. Phonetics,’sound system

Comparative linguistics
Culture and civilization

ofessional Skills and Knowledge

. Language acquisition of children and adults
. Methodologies

. Application of methadologies

. Materials

Evaluation
History of foreign lungeage education

. Curriculum development

K-12 instructional environment

ofessional Growth

. Knowledge of trends, issues, rescarch
. Active use of the four language skills
. Active use of teaching skills

. Continued academic development

Continued professional development
Knowledge of availability and location of resources
Promotion of cooperation
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To Articulate or

Not to Articulate:

Is That the Question?

O. Lynn Bolton!
Nathan Hale High School, West Allis, Wisconsin

Diana Bartley

Anthony Ciccone
University of Wisconsin-Milwaukee

Karen Weiss
Bay View High School, Milwaukee, Wisconsin

Consider the following scene: It is four in the afternoon. A secondary
school Spanish teacher is seated at her desk, gathering materials for her
next day’s lesson. In walks one of her students, who graduated with
hanorslast spring. He is eager to talk about college life, but hesitates when
he comes to his Spanish course He can’t hurt Ms. Jones's feelings, but he
doesn't feel he was adequately prepared in high school for all the verb
tenses he must now handle and “e literature he must analy ze in his present
college program. )

Once again, the problem of articulation rears its ugly head. Ms. Joues
and the university have not communicated to each other what 1t 15 that
they “do” in their classrooms. Ms. Jones feels that she has prepared her
student well for the university, w hen in fact this may not be the case. Once
again, the suppositions and expectations of the secondary teacher and the
university professor appear to be at odds.
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The issues of Articulation

Problemns of a1 ticulation between high school aud college foreign lan-
guage programs are not new, indeed, the literature of our profession
twenty years ago contained numerous articles seeking to address the
problem. Whatinay be tew, huwever, arc the attempts now being made by
w hool-college collaburatives in many states to deal with the issues. W hile
these issues are certainly generic in nature, the focus presented here is
related to the discussions held at the 1989 Second Annual University of
Wisconsin-Milw auhee Foreign Language Conference on Articulation
~unceming curriculum, staff, and t~iing and un the subsequent recuiii-
mesidtions tade to the profession in the state of Wisconsin, bearing in
mind a review of previvus approaches to the issues.

In the literature vn ar -ulation, we find many authors who have
made focal points of varivus concerns. Lafayette’s (1980) notion of
mternal strength achieved threu ™ the articulation of ubjectives, learning
activities, and end-of-course tests recurs throughout the literature. His
idea of achieving sequential strength through the use of minimum compe-
tencies also recurred. Concerns similar to Warriner's (1877) six factors that
contribute to the problun of articulation also surfaced regularly. (The
Wariuier poitts are the following. unjustifiably fast pacing for language
teachmg, unrealistic expectations for high school graduates en the part of
college instructors, lack of coordination between skill objectives and
actual practice, toulittle emphasis placed on the speaking skill at any level;
diverse and in somie cases haphazard college placement procedures; lack
of proper attention to the problem of articulation by the profession.)

Warriner's first puint—unjustifiably fast-paced instruction —had
been sulated by the Califurnia Study of Foreign Language Articulation
(Schwartz, 1983) as a m.ajor articulation problem from the student
perspective. Placement procedures also entered into the findings of the
California study on articulation. In another discussion of this perennial
problem, Nurmiand (1950) had directly and clearly pointed out that the
relationship between secondary and college level foreign language facul
ties leaves much to be desired, and that upportunitics for organized,
collegial communication must be increased.

Mosher (1989), in describing one state’s cfforts to wddress these kinds
of issues, states that
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In its revision of curriculum, . . seco ay teachers were given a general
orientation to proficiency -onented goal, outcome statements and had the
opportunity to actually work on such outcome statements m smali groups. The
final version of the outeomd statements will provide secondary teachers with
meuningful goals, and college teachers will have a much clearer dea of what
students can be expected to be able to do in foreign language previously
studied at the beghming of their college/umiver..ity studies. (pp. 139-60)

How much of the articalation problem is due to lack of collaboration
between secondary and postsecondary levels? Omaggio (1986) proposes

Rather than trymg to achieve some kind of curncular fit witha an wdeahized

master plm for the  tire curriculan, a second approach would begin by

setting goals for th .1t course and continuing course by course unnl ealistic
= . —%uals have been established for the whole sequence. (p. 409)

Notable, among others, is the Wisconsin Department of Public Instruction
(DPI) Guide (Grittner, 1985), which has set the goals for the -econdary
sequence. Can the same be suid for the postsecondary level? This appears
to be the point of setback. .

Muyskens and Berger .32) set forth an interesting model for
developing articulation. They state

It seems apparent that better commmication, access to more mformation,
increased training, and recogmition of achievement can only lead to better
programs and greater self esteemn and respect for the mdnaduals mvolved. Asa
result. the transtion from high school to college linguage courses will be
smoother for those students. (p. Y2)

The history of the articulation issue cammot be ignored. Spencer and
Flaugher (1967), for exanple, consider foreign language study to be
curnulative so that “As the student of a language moves from high school
to college . . . he should not be required to repeat work that he has
already accomplizhed, nor should he be confronted with course work that
requires a greater proficiency in the language than he has acquired”
(p- 331) A more recent attempt t resolve the articulation problem
between secondary and university level foreign language is fow.d in
the recommendations for high school teaching made by Judith Liskin-
Gasparro and June K. Phillips (1986).
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By referrmg to the abuse-mentioned literature, the Wisconsinconfer-
ence braced itself to ask new guestions for the 1990s articulation problems
surrounding the three critical issues of curriculuin, staff, and testing.

Articulation and Curriculum Concerns

Just as articulation is necessary between different levels of the language
within one mstitution, 1t is equally itpor tant betw een secondary schools
and mstitutions of lgher learning, If we are to produce citizens who can
speak, read, write, and function within « foreign culture, we need a

curriculum that reflects this sequence of studv with well-articulated!

stages.

T the past, our dlementary and secondary foreign language curricula
have varied widely without any real direction. For example, curricula
were developed i accordance with teatbook material or teacher ability
and interest. They might be targeted at college-bound or non-college-
bound students, foreign language eaploratory and elementary school
prograns, spht level classes, or bilingual and immersion school programs.

While the schools were develuping their curricula in widely varying
directions, colleges and universitics remained, for the most part, focused
on the traditional track of grammar, writing, and literature. Consequently,
placmg students into approps ate college, university courses became in-
creasmgly difficult because of the wide variety of curricula students had
encountered at precollege levels.

Then, in the 1980s, the ACTFL Guidelines (19886, see Appendix A) for
oral proficiency came into being, and in one state, Wisconsin, the DPI
deaded to develop a Guide to Currictdum Planning in Foreign Language
(Grittner, 1985).

After many hours of discussion and insenice activities, the DPI has
succeeded m implementing its guidelines. These guidelines have helped
many secondary school teachers focus on, for eaarmple, developing
communicative skills in the curriculum. the guidelines provide clear
direction, with speafic functions to be achieved and a spedific number of
hours of study stated for cach level. Consequently, the secondary school
curriculum has « better articulated scope and sequence with realistic
defined outcomes for students at each level.

In response to changes at the secondary level, colleges and univer-
sities have begun to reexamine their student placement procedures. Sinee
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communicative shills vather than granmar, reading, and writing are now
the main focus of mamy secondary school programs, postsecondary
institution. need to dedl with this cange in a realistic mamer. Some
colleges and universitics lave become familiar with the state guidelines for
secondary fureign language prograis and are making adjustiients in their
respective curricula. This kind of cooperation between seconlary and
college,"university language departinents is necessary if we are to achieve
our goal of preparing our studets to be proficient in foreigu languages for
the twenty-first century.

Articulation and Staf® Concerns

The door tor conmnunication has been opened severdl times for dia-
log between representatives of various University of Wisconsin system
schools and representatives of the mctropolitan area secondary teachers.
at the Undergraduate Teaching Inprovement Council (UTIC) Conference
in Madison, Wisconsin, it the fall of 1985 and the first { 1987) and second
(1989) University of Wisconsitn- Milw auhee Foreign Language Confer-
ence. The topic oof the second, “Tow ard a Means for Articulation hetween
Secondary and University Forcign Language Instruction. Where Do You
Stand?”  resulted in aetw orking sy stemn and recommendations, several
of which are akin to those set forth by Muyskens and Berger (1952).

One of the recommendations coming out of the 1989 conference was
that teaching assistants (T:As) who do not lave previous secondary school
teaching experience must enroll i« pedagogical course to be taken
concurrently with their university teaching, nproving the performance of
TAs in the multisection classroon is the topic of an article by Canen
Villegas dogers (1987), which substantiates the conference recommmenda-
tion and includes excellent recommendations of its own concerning
supervision of TAs and those who do the supervision.

The attempts to solve the problen of articulation in Wiscousin are
ongoing. Secondary teachers have the DPI guide to direct them and to
indicate to university professors wliat they should be able to eapect. The
recomnendation is that the university needs to be aw are of wliat its goals
are, how these goals mesh with the DPL goals, and subsequently, how
avareness of these goals for secondary foreign language faculty is to be
achieved. Commuunication, as Muy shens aid Berger (1982) stress, is a goal
for us in Wisconsin, whether it be through The Voice of WAFLT

9
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(Wisconsin Assuciation of Foreign Language Teachers)?, undergraduate
bulleting describmg courses and evaluation processes, a syllabus from
classes at different levels, newsletters from language-specific teacher
organizations (AATs  workshops, conferences, academic allianc— or
persona contacts. Theose attempts are applicable nationw de. Articu.. un
has also been made more attainable thiough the eaistence and use of the
ACTFL proficiency guidelines.

Articulation and Testing Concerns

If successful articulation between levels of instruction is defined as the
continuous development and inprovement of a majority of students
passing from vne level to the neat, then an effective assessment sy stenn is
one of its critical elements. Such 4 systemn includes a coherent set of
assroum, placement, and profidency tests within cach mgjor curricular
division at the ligh school ur university. Furthenmore, each single type of
tess corresponds as closely, as pussible to its counterparts at other levels.
These tests serve different, yet complementary, purposes.

Proficiency tests are given at key points in the curriculum, at places
where students choose to end their foreign language studies, or where
swdents begin a radically different course of study. When appropriately
composed, they accurately describe the skills and knowledge acquired to
that pomt. Such tests would indude comprehensive doctoral exams,
master's eadns, undergraduate majors’ comprehensive exams inlaguage
and literature, postrequirement exans, and high school exit exams.”

Placenient tests are given to students who do not begin ¢ curricuium
with its first course. These tests should examine a variety of skills and
place students in the course where they will be most fairly challenged.
Such tests would include reading comprehension, listening comprehen-
sion, and structure at the least, and some form of oral and written
assessment where possible.

Classroont tests are tests given regularly during a course. They
should accurately measure the iammediate content and skills studied w hile
serving a diagnustc purpuse and preparing the student for sliinsate
proficiency testing,

Since each of these tests serves diffezent purposes, each has specific
constraints vints composition. Proficiency tests, whichdescribe apersom’s
knowledge and skill aud will be used to detenmme that person’s suitability
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for a job ur further advanced work, must be defined primarily by the
characteristics of that neat level of use. Placement tests have a more
immediate goal  they must locate quickly and effectively the neat level of
instruction for w hich the student is prepared. Thus, they are often shorter
versions of proficiency tests and their structure is more closely linked to
the gnals of the curriculum to be entered and the degree of success of
students already in it. Classroumn tests have an even more mmnediate
purpose — they must detennine w hat students have learned and how they
have progressed over a short period of time.

In the perfectly articulated world, every high school and univer-
sity would teach the same curriculum and use the same tests at the
same points, thus always situating students correctly on « continuum.
Classroom tests in high school and at the university would be the samne,
thus making placement tests unnecessary. Moreover, since curricular
agreement woull imply agrevnent on the nature of the perfect foreign
language leamer, only one type of proficiency test would ever be needed.

Since this is not the case, for whatever reasons (some good, some
bad), proficiency, placement, and classrooin tests can only hope to reflect
one another imperfectly, given the different concerns of the institutions
that use them. In each sepuiate use, however, they should comprise o
congsistent series.

For example, for a master’s student interested in doing doctoral w ok
at a major research institution, one needs Classroom tests that evaluate
one’s progress iu literary analysis, ¢ master’ test that does more than
describe oral proficiency, and placement tests t.at enable one to compare
the student with uther successful doctoral students (e.g., GREs, subject
examns). For an undergraduate planning to teach high school, one needs
classroont tests that esaluate progress as o teacher and user of the
languuge, a major’s exam that does more than assess the ability to read
literature, and « placement test that enables vne to compare the candidate
with other successful teachers currently employed. For « high school
student unsure of further use of the lauguage, one needs assroom tests
that evaluate progress as a language user, aneait eaamn that describes w hat
was learned and w hat canbe done with the language, and o placement test
that enables comparison with other successful students in che curriculum
of the university or college being considered.

a3




To Articulate ot Not to Articulate 81

Even more unportant, skills and content-area knowledge must he as-
sessed consistently and precisely What does an A mean in tenos of
perfonuuce? How are the differences betwevn the class grades (an
evaluation of recent work) and proficiency assessment (situating perfor-
mnance withm aanuch larger hierarchy of abilities) made clear” If a grade
mcludes a speaking assessiment, what were the evaluative criteria used?
Wliat does 1t meai to say that a particular student reads or writes well?
These questions obvivusly require collaboration betw een high school and
umversity wachers in the construction of similar classroom and profi-
cieucy tests.

The most important step we can mahe in improving articulation
between ligh schoul and university programs is the development of an
effective placement procedure that gives appropriate v.eight to the high
school curriculun while accurately assessing the likelihood of success in
the neat curricular division —the university foreign language major.

Unversity and high school colleagues in Wisconsin have recently
spent several years addressing this issue. Their collaboration has pro-
duced tests in French, German, and Spanisl that assess reading compre-
henston, histemng comprehension, and functional grammaticatknowledg
as skills acquired in high sche 1 and essential for success at the university.

1he reading and listening comprehension modules involve questions
on authentic-luiguage passages and conversations that cover a wide
variety of styles, topics, speakers and writers, purposes, lengths, and levels
of difficulty. Questivns test the decoding of factual information and also
requre a variety of skills necessary to understand the creation of meaning
m larger conteats. analysis, synthesis, inference and deduction, recogni-
tion of main ideas or arguments, tanporal sequences, point of view, and
tone. Questions in these modules encourage thinking and intelligent
guessing, for the readmg modules, they require skimming and scanning
after the mitl reading. The grammatical structure module requires
students to select the word or phrase that will make the given sentence
grammatically correct and meaningful.

"Tliese tests have improved our articulation efforts for several rea-
sons: in the first place, they are based in part on the ACTFL Guidelines,
which form the Lasts for the high schoul state curriculum guide and have
begun to affect nmversity curricula, particularly at the first-year level.
Secondly, the tests have been correlated to class grades. Third, the tests
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measure skills, not content mastery, thus, they recognize the value and
requirements of both curricula.

These tests hav. enabled us in Wisconsin to identify more effectively
the course in which high school students should begin their university
study They do not represent another atter.t by one curriculu 1 to dictate
the content of another, and they are not tied to a specific teatbook, style of
writing, or grammar sequence. Their development . has required high
school and eniversity teachers alike to look again at their curricula and
pedagogy. and to find new and better ways to collaborate for the ultimate
benefit of their students.

Conclusion

By examining the literature on articulation and by discussing the problems.
articulation pe ses for curriculun, staff, and testing, the conclusion is imade
that a well-articulated foreign lenguage curriculun: would elinmate some
frustrations and anxictics of both students and teachers. To reach this goal
involving secondary schools and institutivits of higher leamning, the fol-
lowing need to be done:

I The faculties of secomiary and postsecondary foreign language
departments will need to collaborate in sume type of forum cach
year.

2 A curriculum guide similar to the one for secondary schools will
need to be developed for the entry -level courses offered at the
colleges/universities.

3 Secondary curricula will need w be more challenging and more
academic for those interested in the study of literature,

4 Colleges and universities will need to develop more diverse course
offerings to meet the many needs of students.

5 Teacher-training courses will nec * to stress better language skills
and overall teaching .nethods.

With the number of students now study ing fureign languages in the many
different curricula, we are bopeful that we can take inportant steps
toward articulated curricula. With people talking to one another at all
levels, we cannot heli. but make improvements that will enhance the
quality of our programs.

.
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Appendix: Recommendations

a result of the deliberations at the Second Annual University of

Wisconsin Milw auker Foreign Language Conference, the fullowing rec -
ommendations were presented:

1

9

L

10

11.

That all TAs have previvus secondany teaching eaperience or g pedagogical
course to be taken concurrenth with their univrsity teaching

That a DPL-type curmeulum guide be develuped for instructors of fureign
languages at ali public and priv ate mstitutions of higher education

. That, when feasible, an vral-proficiency -based and ¢ Yture-based curricu-

lum, to include furegn languages for special purposes, be added to the
dlrcady aisting literature -based curriculurn in all public and priv ate institu
tions of higher education

. That the DPI und Vuice of WAFLT pruvide general infonnation on all

placenient tests, on asstssment mstrunients used for placement, and on their
rospeetive evaluative scales, and that this infornmation be distributed to all
publit and private secondany schouls, guidaice and fureign language depart
ments, and to district administrations

. That dll institutiuns of higher education publish in their undergraduate

bulletins the criteria used to evaluate previous language eaperience on the
part of meommg students and that this mfunmation be distributed to all
public and private secondan school guidaree and foreign language depart
ments as well as to district administrators

. That the asst ssiuent mstruments be uniformly admimistered undes uptimum

testing conditions and with the recommendation that the student review that
which he or she has studied prior to the administration of the test

. That whenever pussible there be nw conbined casses at amy level of foreign

language instruction in secondary schools

. That dialog among K 16 faculty continue throegh worhshups and confer

ance s, Scadenie Allances, and, ur individually established personal contacts

. That a statewrde advisury group un articulation be onganized through the

DPIL, the membership is te include langue ¢ teachers (K 1€, public and
puivate, with the recommendation of the professional association (WAFLT)
and all private school associations

That an idea-eachange column be established in the Vuice of WAFLT as o
regular featuse

That any developients or decsions made with respect to articulation shoukl
b published m the Voiee of WAFLT and presented at the annual convention

37
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a That each unnversity foreign language departent have a resource/contact
person who would be willing to conie to high schools for presentations

b. That the resource person at the university level also be able and willing to
share reviews/evaluations of teatbooks and computer software

a. That language departents make available a syllabus of their third and
fourth semester ciasses (Alsv included should be the goals of the first four
semesters, the title ¢f the teatbook and other books used in these semesters,
aid other snaterials uscd as an integral purt. Suggested procedure: High
school teachers could contact the department’s resource person for mailing
the infonmation.)

b That language departients mahe available the description of the place-
ment test as well as the test results as a feedback for high school teachers

a. That colleges and similar institutions develop more interest areas or
dwersity m courses, e.g.. German for science. business, computers; universi-
ties should assess and understand the needs of students so that their language
departments contmue beyond the une course required for retroactive credits

h. That compuosition and vral courses be developed alongside the literature
classes

2 That the newsletters from all AATs include more information from

language departinents, ¢, cultural events, speakers, films that pertain to
specific needs
b. That sununer institutes for the southeastern part of Wisconsin, with an

equal number of participants from both high schools and universities, be
established
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The Practical
Alternative:

rrnn‘gan <
Testing the Reading

Comprehension of
Large Numbers of
Students with a
Multiple-Choice
Proficiency Test

Christine M. Campbeli?

Defense Language Institute

Many foreign language educators feel somewhat uncomfortable discuss-
ing testing. Although we recognize the need for testing our students’
progess, we do not relish many aspects of the actual process—creating
*he quiz or test, conducting oral interviews, spending hours anguishing
over grades, or watching the disappointed faces of students who are not
doing well when we return grades. Yet we are resigned to the fact that
testing is a necessary part of any foreign language program. Our goal,
then, should be to develop instruments to test cur students’ proficiency in
the four skills as accurately as possible. Given the duties of the K-12
teacher and the college or university professor, devising good weekly
quizzes and tests is a formidable task.

This paper offers a practical way ror beleaguered teachers of large
classes to test their students’ proficiency level in reading comprehension—

W
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the multiple-choice proficiency test. After briefly reviewing proficiency
testing within the field of foréign language education, the article will
outlive a series of steps that any foreign language professional can use to
develop multiple-chuice proficiency tests of reading comprehension.
A general know ledge of the Interagency Language Roundtable (ILR) Skill
Level Deseriptions for Reading (see Appendis B), the ILR Oral Profi-
ciency Interview (OPI), the American Council on the Teaching of Foreign
Languages (ACTFL) Provisional Proficiency Guidelines (see Appendix
A, and the ACTFL OPl s assumned. The ILR scale willbe used to estimate
the proficiency levels of the reading passages discassed, the ACTFL scale,
however, works equally well for the purpose of developing a multiple-
choice proficiency test of reading comprehension.

Proficiency Testing: An Overview

The ILR scale of language proficiency is in four skill ranges from 0+ to 5,
with 0+ designating memorized proficiency and 3, funconally native
proficiency. According to Lowe (1984, p. 33), the scale was first intro-
duced thirty vears ago for use in the fureign langaage training and testing
community of the federal governuient. Currently, the U.S. Department of
Defense’s Defense Language Institute, the U.S. Department of State’s
Foreign Service Institute (FSI), the Central Intelligence Agency, the
Federal Bureau of Investigation, the National Security Agensy, and the
Peace Corps, among others, apply the ILR scale when conducting OPIs
and developing tests.

The ILR scale and OPI have roots in the “Absolute Proficiency
Rating” (APR) system described by Clark (1972, pp. 121 124). Some-
times called the FSI interview, the APR is an FSI testing procedure
consisting of a face-to-face interview between two native or near-native
testers and the examninee. The tw o testers converse with the examinee for
approximately thirty minutes on diverse concrete and abstract topics. In
the mterview. the testers also play reles in real-life contexts. At the end of
the intenview, the testers use a scale from 1 to S—with 1 referring to
elementary proficiency and 3 native or bilingual proficienc,  to give one
holistic score for speaking and listening.

In 1981, ACTFL and the Educational Testing Service (ETS) used the
ILR scale to construct the current ACTFL scale. The two scales differ in
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how they a.sess examinee performance at the lower levels of proficiency.
the ACTFL scale evaluates perfornmance at the beginning stages of
language learning more closely than dues the ILR scale (sce Appendix C).
In the ACTFL scale, “Novice Mid™ is the first level at which the student is
abie to operate m the target language, although in only a very limited
capacity. The highest level of proficiency attainable is the “Superior”
rating According to Liskin-Gasparro (1983), the scales are conunensu-
rate, i.c.. scores obtained from interviews rated on the ACTFL scale
correlate with the major levels on the ILR scale.

A review of the professional literature about the ILR scale and the
OPI reveals a great number of articles about the speaking skill (Clark,
1978, contains several: See also Jones. 1975, Lowe and Liskin-Gasparro,
1952) In contrast, relatively few studies deal specifically with reading and
listening (Bymes, 1984, Canale, 1984, Larson and Jones, 1983, Phillips,
1954) As Lowe (197S) obsenves. “Iistorically, the ILR has devoted most
of its attention to speaking, some attention to reading, and much less to
listening and writing™ (p. 13). A recent study by Lange and Lowe (1988)
indicates that the reading proficiency standard, which can be applied to
cither the ACTFL or the ILR scale, can be learned and passages can be
ranked and rated accordingly.

Writing the Multiple-Choice Proficiency Test
for Reading Comprehension

Step 1: Familiarizing Oneself with the ILR or the ACTFL Scale

The first step in developing an accurate quiz or test of reading proficiency
is to attain a working knowledge of either the ILR or the ACTFL scale.
The primary way to attain this w orking know ledge is to become an oral
proficiency tester certified by either ACTFL or the federal government.
ILR proficiency testing workshops are usually restricted to federal gov -
ermment personnel, but ACTFL regularly offers oral proficiency work-
shops. at sites across the country, to all foreign language teachers. The
intensive four-day ACTFL workshop prepares participants to conduct the
ACTFL Oral Proficiency Interview (ACTFL OPI). The ACTFL OPI
differs from the ILR OPL in the type of rating scale used: the ACTFL
OPI applies the ACTFL scale, while the ILR OPI applies the ILR scale.
Although the ACTFL OPI workshup concentrates specifically on speak-
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The Practical Alternative 89

ing as a skill, with sume study and practice the workshop graduate can
successfully apply the knowledge leamed in the speaking skill workshop
to reading. .

Foreign language teachers w ho are not certified proficiency testers
can study the ILR Language Skill Level Descriptions for reading or the
ACTFL Provisional Proficiency Guidelines for reading, both of which
include the respective scales. They can then select authentic reading
passages and attempt to rate the proficiency levels of the nassages using
either of the two scales.

Step 2: Adopting the Single-Passage, Single-Item Test Design

The Defense Language Institute (DLI), a facility of the federal government
dedicated to instruction and research in federal language education,
develups standardized tests of foreign language proficiency called the
Defense Language Institute Proficiency Tests (DLPTs) The first three
generations of DLPTs—I, 1I, and [I—adopted the traditional single-
passage, multiple-item test design. The “item” is the test question about
some aspect of the reading passage. In this test design, a reading passage is
followed by several (typically five) items about the passage.

The latest generation of DLPTs—the DLPT IV—has a single-
passage, single-item test design. In this test design, a reading passage is
followed by only une item about the passage. The single-passage, single-
item test design has several distinct advantages over the single-passage,
multiple-ttemn west design. First, cach passage in the single-passage, single-
item test design has unly une item. Typically, a proficiency-oriented item
on areading passage requires the examinee to understand the essence, not
the detail, of the passage. (A discrete-puint item focusing on just one detail
such as, 1 name or date does not adequately test the examinee’s general
prouciency level. Even native speakers cannot readily retrieve detailed
mformativn about a passage that they have just read.) A discrete-point
item shovld not appear in a prof.ciency test unless the purpose of the item
1s to as5ess the examinee s ability to find a detailin the passage At Level 0,
such items are the norm, at Level 1 and above, however, items testing a
detail are rare.

In figure 8-1, a 0+ (all further references to levels are ILR) reading
passage i Tagalog, the principal language of the Philippines, illustrates
the idea.
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From the classified section of a newspaper:

WANTED: Laba Liuis 700 Luto 1,300 Yaya 930 Wtres 600
86780 7314272 7118820 783331 Boy2 (30)

Question: According to this ad, what is the salary f z babysitter?

A. 930 ) -
B. 600

C. 700

D. 1,300

The translation is
WANTED-  Laundress/Cleaning Woman 700  Cook 1,300 Babysitter 950  Wantress 600
86780 7314272 7118820 783531 Boy

The correct answer is, therefore, A.

Figure 8-1. Reaciing passage and item in Tagalog

Second, singlepassage, single-item test design does not tax the
student’s memory in listening comprehension tests. For exaraple, in
the conventional single-passage, multiple-item test of listening compre-
hension, the examinee hears the passage once (perhaps twice if the
passage is at 2 lower level of proficiency). Then the examinee must answer
several items, typically five, based on the content of the passage. Theitems
in tests of this type often focus on information of a detailed nature. Even
native speakers cannot accurately recall all information heard in radio
broadcasts, television news, overheard conversation, etc. To ask the
exarminee to do so, therefore, does not produce valid results,

Third, single-passage, single-item test design simplifies the item
analysis procedures used in the development of standardized tests.

Typically, a multiple-choice test item includes an crientation (an
intrcduction that “sets the stage™ for the passage), a passage (or stimulus),
a stem (test problem), and options (possible responses A, B, C, and D).
Only the testpassage is in the target language; the other parts of the item
are in English.

" English is used instead of the target language for all parts of the test
item except the passage because the goal of a foreign language proficiency
test of reading is to evaluate the examinee’s ability to comprehend reading
material in the target language. The examinee’s ability level can be
determined most clearly when the passage is in the target language and the
stem or test problem is stated in the examinee’s native language. When all
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parts of a test item are in the target language, one cannot determine with
any certainty whether examinees who did not answer a testitem correctly
failed to do so because they did not understand the passage, the stem or
test problem, the uptions (responses A, B,C, :nd D), or the entire {est item.
Usmng the target language for only the passage eliminates this problem and
provides a more di.ect measure of the examinee’s ability to comprehend
the target language passage itself.

Step 3: Selecting Autbentic Reading Passages
Using the ILR or the ACTFL Scale

To develop a proficiency -oriented quiz or test in reading comprehension,
1t seritical to use authentic passages. Only authentic passages will provide
the real-life context so essential to proficiency growth. Reading passages
should bein the target language. Materials of various types and styles(e.g.,
news, literature, etc.) on a wide range of topics can serve as sources
for authentic reading passages (see Appendix A). Of course, for students
at the lower levels of the ILR and ACTFL scales (i.e., 0+ to-1 of the ILR
scale), passages will generally be limited to signs, newspaper announce-
ments, advertiseinents, bulletin board information, instructions 2nd direc-
tions, memoranda, invitations, and tourist aformation such as travel
brochures.

The length of the passage should be appropriate to the level. At DLI,
passages to be included in the DLPT IV are neverlonger an 120words; a
passage at Level 0+ may typically contain as few as two or as many as
twenty words. (The testing division at DLI does not set a minimum or
maximurn number of w ords for a reading passage at a specific proficiency
Jevel; the natural tendency is, however, for the length of a reading passage
to increase as the proficiency level rises.)

The passage should not be highly technical or easily dated. It should
reflect a representative sample of the types of reading materials that
students are expected to read in real life. The passage should not be
edited in any way unless it is too long or contains errors that prevent
the reader from understanding the message(s) contained in the passage. If
the passage is edited, the end result must be self-contained and well-
organized,

It is important to note here that the test writer’s initial estimate of the
level of a reading passage is not final. When the test writer later creates a
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multiple-choice item, he or she will assign a holistic, definitive level for
both the passage and the item as a unit.

Stenr 4; Writing the Orientation

N S e a e

The orientation is an introduction to the item that “sets the stage’ by
providing the test taker with information about the setting of the passage.
In areading comprehension quiz or test, the oriertation can include source
information. (The orientation in the DLPT IV's at DLI is in English and
does not exceed twenty words.)

A sample 0+ reading passage in Tagalog with its orientation appears
in figure 8-2.

Orient.tion: A sign in a building:
BANYO
(Lalaki)3

The translation is
RESTROOM
(Miay)

Figure 8-2. Reading passage in Tagalog

Step 5: Devising the Stem

The stem is the question or problem that the examinees must answer
about the reading passage. Implicit in the stem is a language task. For
example, reading numbers is a language task typical of Level 0+; another
language task at this level is reading isolated words and phrases. The tasks
for each proficiency level are implicit in the ILR Skill Level Descriptions
and ACTFL Provisional Proficiency Guidelines.

The stem takes one of two forms: (1) a complete sentence in the form
of a qestion; (2) a partial sentence that forms a declarative sentence with
the key or correct answer. The stem in the DLPT IVs at DLI is in English
and does not exceed twenty words.

The test writer should formulate a stem with a language task at the
same level as the level of the vocabulary and structures in the passage.
That is, if the test writer assigns Level 0+ to a passage, he or she should
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formulate a stem with a 0+ language task. It should be expressed in clear,
concise language. It should be stated positively and without absolutist
adverbs such as “always,” “never,” “forever,” etc., and without gercral
qualifiers such as “perhaps.” “usually,” “sometimes,” etc. The examinee
who understands the passage thoroughly should be able to answer the
question without looking at the A, B, C, and D choices. The stem should
be stated in such a way that only one correct unswer can be selected from
among the choices.

A sample of 0+ reading passage in Hebrew with its stem appears in
figure 8-3.

From the introduction of an almanac:

51V ND Ow

STEM: What does this section of the almanae contain?

The translation is
Israel from aleph to tav (i.c. bsracl from A to Z)

Figure 8-3. Reading passage and stem in Hebrew

Step G: Creating the Options

The options—A, B, C, D—are the four choices given to the examinee. The
options, which appear in English, can be words, phrases, or sentences.
The maximun kength per option is twenty wurds, The examinee must nick
the correct answer from the uptions. The correct option is the key; the
incorrect opti.us are called distractors. )

Houshmand (1988; suggests that when formuluting the options, test
writers ask themselves the following questions:

1. Does each optivn follow grammatically and logically from the
stem?
2. Are the optivns of approximately equal lergth and complexity?
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3. Are the options equally concrete or abstract?
4. Is the item free of synonymous distractors?
5. Is there clearly only one best answer?

6. Are all distractors plausible?

A sample Level 1 readirg item in Hebrew appears in figure 8-4.

An advertisement in a catalog:

47T T

NN ¥ anx-on

NN NNdN X% 139 nnby 1

ORI DI NN X 822601 Y1950
NPHNR MIPH X%
PN DP MY X
Ynun Mar by x

STEM: What does Mr. Gold’s store sell?
A. Electrical appliances and equipment
B. Heavy machinery for construction

€. Gardening and landscaping equipment
D. Sporting goods and equipment

The translation is

Gold Dov

Tel-Aviv

Derech Shlomo Road 139

Telephone 822601

® “Televisions

® Wushing machines

® Cooking and baking stoves and ovens
& Amcor refrigerators

Figure 8-4. Readling passage and item in Hebrew—Fiaal versiond

When devising a correct answer or key for a passage like the one
above, the test writer may need to categorize some of the elements. For
example, the key for the item in figure 8-4 reads “(A) Electrical appliznces
and equipment,” although these w ords do not apvear in the test passage
itself.
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Step 7: Checking and Revising the Item

It is imperative that the test writer review the item for flaws in logic,
grammar, and format. The test writer must also assure that the level of the
language task implicit it the stem is the same as the level of the vocabulary
and structures in the passage. For example, if the test writer assigns Level
0+ to a passage, he or she must formulate a stem with'a 0+ language task.
The item in figure 8-4, which appears liere in its final fonn, underwent
extensive revision because of an imbalance between the levei of the task in
the stem and the level of the vocabulary and structures in the passage.
Compare the sample Level 1 item in its final form in figure 8-4 with the
same item in its preliminary form in figure 8-5.

Information from a catalog:

2T 191

25X
139 nnbdy 191
822601 1850

NPTNHL

NI NINON
HYAN) DIV NN
MNPHR MIPN
Y10 Y1p M
S9N MMAR YO

KX K KKK

STEM: What does Mr. Gold's store sell?

A. “Television sets, radios, and electzical accessories
B. Washing machines and phonographs

C. Power drills, refrigerators, and electrical cords
D. Various amplifiers and sound filters

Figure 8-5. Reading passage and item in Hebrew — Premilinary version

In the preliminary form of the orientation, the examinee was given
the general information on the source of the passage— “Informatinn from
a catalog.” As the purpose of the orientation is to provide the examinee
with an introduction to the context of the passage, the orientation was
rewritten to include more explicit information — “An advertisement in a
catalog.”

The preliminary stem, which obliges thz examinee tc read the entire
passage in ¢ ler to answer the question, was used unchanged as the final

108




96 Realizing the Potential of Foreign Language Instruction

stein The preliminary key and distractors, however, required substantial
revision The preliminary key — “(A) Television sets, radios, and electrical
accessories” —did not adequately answer the stem “What does Mr. Gold’s
store sell”” In addition to “television sets, radios, and electrical
accessories,” Mr. Gold’s store sells w ashing machines, cooking and baking
stoves and ovens, refrigerators, and tape recorders. Theoretically,
the examinee who understands the passage could answer the test guestion
with all the appliances and equipment listed in the advertisement;
however, the preliminary key referred only to “television sets, radios, and
electrical accessories.” The preliminary key was, therefore, incomplete.

The prelininary key and distractors had other flaws. They were
written to complement a stem with a language task at Level 0+ —reading
isolated words and phrases. Distractor B, for example, asks the examince
to recognize the words “washing machines” from the list in the advertise-
ment and to determine that “phonographs” is not in the list. Testing the
examinee’s understanding of isolated wurds and phrases is more typical
for a 0+ passage and stem than for a 1 to high 1 passage and stem.
Distractors C and D, in addition to testing the eaxaminee’s understanding
of isolated words and phrases, contain vocabulary thatis I+ or 21in level.
(Consider, for example, “power drills,” “amplifiers,” and “sound filters.™)

Because of the kinds of problems described above, it is critical that
the test writer check each item with several other teachers of the language
who have some knowledge of the ILR or ACTFL scale. Ideally, the test
writer could validate the multiple-choice items by asking a group of thirty
or more students to take the test as a noncredit exercise. Then it would be
possible to study how the students responded to each multiple-choice
item, ¢.g., what percentages picked the key and each of the distractors,
This infonmation could be useful if the test writer should ever want to
devise a quasi-standardized test for a determined Zroup of students at a
specific point in the course or program.

Conclusion

Most foreign language educators recognize testing as a necessary compo-
nent of the teaching-leaming process. Devising quizzes and tests that
accurately measure the examinee’s proficiency level in the four skills can
be an overwhelming challenge. The multiple-choice format, properly
used, ensures objectivity and eas in test-itern correction. The teacher who
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follows the seven steps described above will not only produce a profes-
stonal quiz or test of proficiency in reading comprehension; he or she will
also be able to dedicate the tim saved in grading to improving teaching
methodology. establishing greater rapport with the students, and discov-
ering other way s of creating the best possible learning environment.

Noles

1. For further mformation, please contact Commandant, The Defense Language Institute, ACTFL-
ES-T (Dr. Campbell), Presidio of Monterey, CA 93944-5006. (408) 647-3391/5155.

2. Note that itis customany to find words m English interspersed in Tagalog texts “Boy " a typical
mecknzume m the Phlppines. 15 the first name of the person w hom the reader is tocontact abeut the
job position.

3. The passage is a reproduction of a sign seen in Manila, the Philippes.

4. Onecould angue that the stem contams a 0+ Janguage tash — reading isolated words and phrases:
howerer. the vocahulan i the readng passage is at Level 1 to high 1. The resulting imhalance
between language task and wocabulany m the passage forces the test writer to exploit the other
lansmage tasks ata 1 to high 1 thatare unplit m the stem (1) reading and inderstanding “known
langiagee clements that have been recomhined 10 new ways to achieve different meanings at a
sumlar kevel of sumphaty ~and 2y readng “simple Linguage containing ouly the highest frzjuency
strictural pattems advocahalany ancladimg shared mtenational vocabulary items and cognates ™
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Appendix:
Defense Language Institute Item Writers Workshop

TEXT TYPE BY ILR LEVEL; READING
ILR LEVELS

TEXT TYPE
21314

travel brochures
bulletin board irformation
invitations

tourist infonnation

instructions

newspaper announcements

memoranda

directions
advertisements
texts for mid-elementary native speaker

PR ER R ER LR LN N L L

narrative reporting (accioents, robberies, interest stories)
TV/film reviews
special areas for nonspecialist

P TR R I I O O R

material in one’s professional field

opinion pieces
editorials
commentary

FEEREREREN LR

literary pieces

E I - O I

“think” pieces
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9
Global Assessment of

Writing Proficiency

Claus Reschkel

University f Houston

“Practice makes perfect.” Nowhere does this saymg have greater validicy
than in the foreign language classroom, especially when it comes to
developing students’ writing skills. At once, however, teachers are faced
with two questions. First, how are we going to motivate our students to
write often and meaningfully? Second, how do we find the time in our
already overcrowded schedules to correct the resulting compositions and
return them to our students quickly? The first of these questions has been
addressed elsewhere (Reschke, 1987 and 1989); this article addresses tue
second.

Oncestudents are motivated to write eagerly, the teacher can increase
the number of writing assignments two-, three-, or even fourfold. To
provide the necessary feedback quickly, however, the classroom teacher
must find an alternative to the usual time-consuming method of reading
carefully, correcting the errors, and grading. This article describes one
such altemative: a global evalua* »n and grading sy stem using a holistic
approach. Although the specific examples presented in this article relate to
the teaching of German, teachers of any language can adapt the
techniques illustrated here to the teaching of their own languages.

The system for evaluating writing skills proposed here is rapid and
effective. Although it should not replace the standard error correction and
evaluation method for written w ork, it can be used for 50 percent of all
compositions assigned during a semester, especially those of 200 words or
more.
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Description of Procedure

A holistic assessment and grading procedure is already used ir the College
Board’s Advanced Placement Program (AP), where it allows hundreds of
teachers of English and foreign languages to cope efficiently and ac-
curately with the tens of thousands of student essays written yearly by AP
candidates. The procedure is basically as follows: each studert composi-
tior, is evaluated globally according to a set of scales that takes into
coasideration the following elements:

1. Proper and appropriate use of vocabulary
9. Effective use of grammar

3. Clarity and structure of the composition
4. Effective and appropriate use of idioms

5. Overall style

Two aspects in a global assessinent of any linguistic performance, regard-
less of modality, are especially important in assessing writing skills. First,
the focus of the evaluation shifts fiom the usual preoccupatior with
student errors to what the student does well and correctly. Second, the
degree to which the student succeeds in expressing and communicating
his or her ideas plays a central role in the evaluation process.

Over the past six years, this writer has modified the College Board’s
nine-point AP scale slightly for use by foreign language classroom
teachers; the range of scores from 1 to9 hasbeen kept intact, but the upper
half of the scale has been extended to include a 4 as 2n acceptable score
(see table 9-1).2 The revised scale has been repeatedly field-tested in a
number of German classrooms.

The basic scale in table 9-1, with its minimal descriptions, would have
very limited value without a more complete description of each of the five
proficiency levels it identifies. This is the purpose and function of the
articulated scale (table 9-2). The two versions of the scale complement
each other, with the basic scale (frequently labeled “the gut scale” by
insiders) serving both as an initial and as a final check in the evaluation
process.

The final “additional comments” in table 9-2 apply especially in cases
where a student has learned the rudiments and formal aspects of the target
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Table 9-1
Holistic Essay Grading Scale:
Basic Scale—Range and Minimal Description

Upper Half
Demonstrates superior writing skills

9

8 -

7 Demonstrates strong writing skills

6 -

5 Demonstrates competent writing skills
4

Lower Half

3 Suggests incompetent writing skills

2 —_

1 Demonstrates incompetent writing skills

Adupted by Reschke frum the College Buard’s Advanced Placement Progran in German

To mterpret table 9-1, une mustbe aw are that the vanuus pumts un the basic scale are not pointsper se,
but more properly definiions of upper and lower boundaries of une of five proficiency levels. The
mine-pomt hohstic evaluation and gradng sale propused here currelates fairly closely with the nine-
pomt ACTFL/ETS wnting proficiency scale (sce Appendix A) and also with similar writing
assessment scales currently m use m such states as Wisconsin, Nebraska, Minnesota, Texas, and
Calfornta. In contrast, the relationshi between the five proficiency levels of the proposed holistic
scale and the range of the traditional letter grades A through F is only superficial.

lunguage informally “on the street,” either by living in the target language
country for a number of years or by hearing the target language at home,
where one or both parents are native speakers of the language.

Each of the five level descriptions of the articulated scale contains
some key words and phrases that are of particular importance to the
evaluator-teacher. For range 9 8 these include demonstrates superiority;
outstanding control, few significant errors, demonstrates broad com-
wmand; obvious fluency. For range 7-6 the key phrases are demonstrates
strung command of the target language; some grammatical inaccuracies
and errors, good, not alw ays accurate, use of vocabulary and idioms. The
key phrases for range 54 include demonstrates good ‘o acceptable
use . . . , suggests the candidate is basically competent; serivus grammat-
1cal and syntactic errurs, less impressive range of vocabulary and idioms;
recurring doubts about competence.
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Table 9-2
Holistic Essay Grading Scale: Articulated Scale

Upper-Half Responses

9to 8 Demonstrates superiority through outstanding control of the language with
regard to syntax, grammar, idiomatic usage, and vocabulary. The student
makes few significant errors and demonstrates a broad command of the
language and obvious fluency. The difference between an 8and a 9is one of
degree.

7to 6 Demonstratesstrong command of the target language with, hov ver, some
grammatical inaccuracies and errors and some awkwardness of expression.
Shows good, al*hough not always accurate, use of vocabulary and idioms.
Errors do not detract from the generally clear demonstration of compe-
tence. The difference between a 6 and a 7is one of degree (quality, fluency).

5to 4 Demonstrates good to acceptable use of the language and suggests that the
candidate is basically competent. The student makes occasional serious
grammatical and syntactic errors and has a less impressive range of
vocabulary and idioms than a student in the category above. There are
occasional signs of fluency in the written work. Recurring doubt about the
competence of a student lowers the score to a 4.

Lower-Half Responses
Jto2 Weakuse of the language suggests incompetence. The composition displays
numerous errors and frequently uses anglicisins and/or Englist: syntax and
thought patterns. The composition contains sentences that paraphrase or
essentially repeat what has been stated earlier, hsts activities and places or
things in series without giving reasoris, and/or forces interpretation on the
part of the reader. The lack of an occasional redeesning feature, such as the
correct use of advanced gramimatical constructions and vocabulary, tends to
lower the score to a 2. (Getting a simple sentence grammatically correct now
and then is not a sufficiently redeeming feature.)
1 Clear demonstration of incompetence. The student has little or o sense of
syntax and has few vocabulary resources. The content of the student’s
written work is essentially incomprehensible Germanized English.

Additional Comments:

a.  One pomt is subtracted if the essay or composition does not address the
assigned topic.

b.  Onepoint s subtracted if the essay or composition is poorly organized or is
substantially shorter than called for (i.e., less than 90 percent of the assigned
length).

¢ Onepoint s added if the essay or composition is especially well organized
and well written,

d.  No more than two points are deducted from any essay or composition.

e. In case of doubt about what score to assign to an essay or comnposition (a
high 6/1ow 7 or a strong 7/weak 8), the spelling is carefully looked at. If it is
obwiously plionetic and poor (many errors), the lower score is assigned.

Adapted by Reschke from the College Board's Advanced Placement Program in German
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Descriptions for the lower half of the scale also include a number of
key words and phrases to which the evaluator must be alert. For range
3-2, for example, these are weak use of the language; suggests incompe-
tence; frequently uses anglicisms and/or English syntax and thought
patterns; sentences paraphrase or essentially repeat; lists activities and
places/things in series, without giving reasons; forces interpretation; lack
of an occasional redeeming fuature. And finally, range 1 presents its
special problems: clear demonsiration of incompetence; little or no sense
of syntax; few vocabulary resources; essentially Germanized English.

When grading a student’s composition holistically, the classroom
teacher does not correct or identify any errors found. Instead, the teacher
writes a short evaluative comment at the end of the composition that
addresses the student’s success in handling the written assignment in terms
of content and structure. If desired, the teacher may also, in summary
fashion, identify the most frequent and most serious grammatical errors
the student made, especially if those errors impede communication.
Finally, the teacher writes a letter grade on the holistically graded
composition, preferably a split grade reflecting both the effectiveness of
the content/communication and the proper use of grammar, to indicate
the student’s achievement in carrying out the assigned task.

Application

To illustrate the suggested procedure, the grading scales shown in tables
9-1 and 9-2 will now be applied to several student essays. (Some of these
have been truncated, but all are in “pristine” condition, i.e., except for
shortening they are printed here just as the students wrote them.) The
evaluator should read each essay quickly to determine at once, globally,
wkhether it belongs in the upper or lower half of the basic scale and, more
precisely, whether it belongs in the 5-4 to 9-8 or the 3-2 range. Only then
should the evaluator substantiate the first impression by applying the
more detailed criteria and descriptions of the articulated scale to the
composition.

The assignment for the first theme was to imagine what would
happen “if” (exhibit 9-1). This type of writing assignment can be used for
students at any level, i.e., as early as the second semester of a beginning
(college) course (after the students have learned the rudiments of the

. i1z
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Exhibit 9-1
Wenn ich ein Gespent wiire . . .

Wennich ein Gespent wiire, konnte ich iiberall flicgen. Ich kénnte unter
dem Boden, durch den Himmel, in Threr Suppe, oder iiber Threm Kopf
flicgen, und mit dieser Macht kénnte ich allerlei Komnisches machen. Aber
was wiirde ich cigentlich machen?

Ich ginge zum Gott des Schlafes, der Morpheus genannt wird. Er
wohnt in einer dunklen Héhle, die liegt fiinfzig Kilometer unter dem Boden.
Hier fliistern einige tiefe Fliisse, worin dicke, langsame Fische mit grofien,
geschlossenen Augen schwimmnien. An der Wiinde hiingt warmes, griines
Moos. Hier ginge ich, umn verschiedene Triiume zu stehlen. Ieh wiirde die
Hohle des Morpheus vorsichtig cintreten, olme ihn aufzuwecken. Neben
ihm liegen alle seinen Triiume auf dem Boden. Sie wiiren schrrutzig, weil
Morpheus keine Arbe.t macht, Er schliift immer. Mitdiesen neuen Triiumen
{l5ge ich nach der Stadte, und storte ich gute, unschuldige 1 eute withrend
der stillen Nacht. . . .

subjunctive), and also for the most advanced students, who can be asked
to support and defend, not merely state, their opinions about a social,
econormnic, or political issue or problem.

g xhibit 9-1, which clearly deals creatively with the topic in the realm
of the ima- ation, was rated a 5. The writer uses throughout some
interesting s.uctures and vocabulary: Ich ginge sum Gott des Schldfes,
der Morpheus genannt wird, and Hier fliistern cinige tiefe Fliisse, worin
dicke, langsame Fische mit grofien, geschlossenen Augen schroimmen.
Although the writing is by nu ncans free of grammatical or vocabulary
errors, the question is, to what extent do these errors impede the
communication prucess? Our examination suggests that the errors are not
substantial enough to create recurring doubts about th~ writer’s basic
competence in the target language. This writing sample demonstrates,
indeed, “good to aceeptable use of the language and suggests that the
candidate is basically competent,” as the articulated scale describes the
third of its five proficiency levels.

For exhibit 9-2 the writer’s task was to select an inanimaie object and
then personify it. Exhibit 9-2 was rated a 2. The use of the target language
is weak: the errors in syntax. grammar, and vocabulary are so numerous

cse

that they suggest that the student’s writing skills are still at the “incompe-
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Exhibit 9-2
Ein Schuh

Ichbin ein Schuh. Ich kamm von einem Kaufhaus in der Schuabteilung,
Ich kaufte bei ein jungen Mann. Ich bin einer roten Schuh, und ich bin einer
Laufschuh. Ich zog einem FuB} jeden Morgen an. Und ich nahm einen Ful
nach dem Tag aus. Ich gehe in die Stadt jeden Mittag und gehe iiber die
Steinstrafle. Meine Schuhsohle forderte auf der Steinstrafle aus. Nach dem
Tag kaufe ich Mafleschuh. Ich habe an die Wand geworfen, oder unter das
Bett. Ich will nach der Woche in die Waschmaschine waschen.

Ichwanderte durch die Park in der Nacht. Ich gehe auf das Gras und im
Winter gehe ich auf die Schneeeiche. Im Winter kriege ich nach dem Schritt
die Kiilte. Wann gehe ich in die Park, ich sehe viele Schuh und Laufschuh.
Wann kriege ich das Alter, ich habe weggeworfen.

tent” level. Some of the sentences are incomprehensible, such as Meine
Shuhsohle forderte auf der StraBe aus, and Ich zog einem Fuf jeden
Morgen an; other sentences can only be understood if the reader translates
them back into English (Ich will nach der Woche in die Waschenmaschi-
ne waschen). However, a few of the expressions the writer uses warrant a
glimmer of hope, such as Ich wanderte . . . in der Nacht, or perhaps even
Im Winter kriege ich . .. die Kilte. Are these expressions adequate
examples of “an occasional redeeming feature,” as table 9-2 requires for a
3 rating? They are not; hence the 2 rating.

The third sample essay comes from a class that had read and
discussed a short story by Theo Schmich, ,,Nichts zu machen,* in which
the topic is military toys and their effect on children. The general topic
addressed in exhibit 9-3is whether toys of this type should be illegal to sell.
Exhibit 9-3 was rated a 6. Although it repeatedly demonstrates strong
writing skills, it contains a number of awkward expression< (Um die
Effekte der Waffe beizubringen) and basic grammatical errors that
impinge upon and weaken its overall quality and disrupt the easy flow of
communication that one expects from a 7.

This easier flow and greater linguistic fluency is evident, however, in
exhibit 9-4. The topic is once again “What if . . . ?”
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Exhibit 9-3
Eine wichtige Warnung

,,Bang! Bang! Du bist tot!”, schric das Kind, als er durch das Zimmer
ramnte.

Hor auft", verlangte seine Mutter. ,,Laf} 1aich sehen, was in deiner
Hand ist, weil wean du ein Spiclzeuggewehr hiitte, miiste ich dich bestrafen.
Dein Vater und ich haben dir tausendmal gesagt, daf du mit keinen
Spiclzeugwaffen spiclen kannst.”

,,Aber Mutter. Ich habe keine Spiclzeuggewehr.”, winsclte das Kind.
,.Es ist nur eine Banane, die ich mir vorstelle, ein Gewehr zu sein.

Die Mutter Lichelte ein Liicheln eines Verlierers. Wann wird das Kind
lernen, dafl er mit keinen Spielzeuggewehr spiclen sollte? Threr Meinung
nach sollte dzr Verkauf von Spielzeuggewehre und anderem militiirischen
Spiclzeug gesetztich verboten werden. Thre Griinde sind personlich. Thr
Kind spiclt mit diesen Spielzeugen und es gefallt ihr nicht. Es gefillt anderen
Leuten auch nicht, aber die Antwort ist nicht, der Verkauf von Spielzeug-
waffen zu verbicten. Wie es in dieser Geschichte steht, kdnnen die Kinder
sich alles vorstellen, ein Gewehr zu sein. Die Eltern miissen den Kindern den
Emst von den Effckten der Waffen beibringen. Wenn die Kinder frithzeitig
sind, dann werden sie vicllicht mit keinen Spiclzeugwatfen spiclen.

Um dic Effekte der Waffen beizubringen, muf} man zeigen, daf3 es eine
Unterschieden zwischen femschentot und echter Tod gibt. Man ist fermseh-
ento, wenn man im Fernschen stirbt und die niichste Woche in einem
anderen Programm zuriickauftritt. Ein echter Tod ist kein Fernsehenpro-
gram. Man kann nie zuriickkonmen. Die Eltern sollten das Betrag voin
Fernschen regulieren, das die Kinder ausschen. Sie sollten auch die Filme
regulicren, die die Kinder ausschen. . . .

Exhibit 9-4 belongs at the upper end of the proficiency scale. Perhaps it
does not clearly demonstrate the superiority in the use and control of the
target language that warrants a rating of 9, but it does demonstrate a
strong command of the language, especially in paragraphs 2 and 4. It also
demonstrates excellent control over grammar, syntax, vocabulary, and
idioms, a greater control of these elements than one would expect from a
7, but perhaps not quite the “outstanding control” one expects froma 9; it
does, after all, contain some basic grammatical errors that impede the
easy flow of communication. That does not mean that an essay rated a 9
must be flawless:; but the description of the articulated scale for a 9
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Exhibit 9-4
Der Mensch ist ein Blinder, der vom Schen Trilumt

In unserer Gesellschiaft liee cs sich besser leben, wenn alle Menschen
blind wiiren. Es giibe dadurch viele Vorteile. Vicle Faktoren die heutzutage
wichtig sind, wiiren dann nebensichlich. Zum Beispicl, die Leute wiirden
nicht nach ihre Hautfarbe beurteilt. Das Sprichwort ,,Kieider machen
Leute™ wiirde total wegfallen. Das Ausschien des Menschens wiire dadurch
auch nicht so bedeutend.

Wenn alle Menschen blind wiiren, tite die Hautfarbe keinen Unter-
schied machen. Die Leute wiitden gleichberechtigt behandelt und nicht
nach ihrer Hautfarbe. Die Minderheit hiitte hiennit vielleicht mehr Gelegen-
lieit, Arbeit zu bekommen und auch mehr Aufstiegsinoglichkeiten in dem
Beruf. Es wiirde sich nicht nur im Berufsleben zeigen, sondern auch im
Alltag wiirden die Leute sich besser verstehen und besser miteinander aus-
kommen. Die Personlichkeit wiirde den ersten Eindruck machen und nicht
die Hautfarbe. Leute wiirden versuchen, mehir in einer Geselischaft zusam-
menzuwohnen und nicht rassenmiiBig aufgeteilt sein. Vicle Stereotypen
wiirden auch verschwinden. Die Blinden konnten niimlich sich kein Vorur-
teil von ihren Mitmenschen machen, ohne sie nither za kennen.

Fiir blinde Levte wiire die Kleidung cines Menschens auch nicht mehr
bedeutend. Es gibt miilich viele Personen, die nach der Kleidung urteilen.
Zum Beispiel, vicle gehen mit der neuesten Mode und haben ofter ausgefal-
lene Sachien an. \Wenn sie jemand begegnen, der nicht so modebewufit ist,
dann meinen sie, er ist ihnen nicht wiirdig. Blinde wiirden die neuesten
Moden nicht so wichtig finden.

" Das Ausschen eines Menschens wiire fiir dic Blinden auch nicht so
maBgebend. Sie wiirden mehr die Qualitiiten cines Menschens schiitzen
anstatt nur das Auflere. Im Berufsleben wiire es dam viel wichtiger, eine gute
Ausbildung und Talent zu hahen anstatt nur schon auszuschen. Gutausse-
Lende Leute konnter: sieh nicht mehr nur auf ihr Ausschen verlassen. Sie
nriiten auch hart arbeiten wie dic anderen, um weiterzukommen.

Aus diesen Griinden finde ich, d2d} es sich in unserer Gesellschaft viel
besser leben liee, wenn alle Leute blind wiiren.

contains the key phrase “demonstrates superiority through outstanding
control.” This essay does not quite mect that standard; hence, it was rated
an 8.

The final two essays illustrate essentially the same level of proficiency
in the target language, yet each does so in a very different way. In exhibit
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Exhibit 9-5
Dic Steintreppe

Ich bin eine Steintreppe vor einein Ilaus im London, und ich bin fast
achtzig Jahre alt. Ich bin init Zement und Silbersand gebaut. Obwoh! ich
sehr stark bin, cine meiner Ecken verkriimelt ist. Meinc Sciten sind veraltet
und abgestumpft, weil so viele Leute auf mir getreten sind. Auf ciner den
Stufen liegt cine Fulldecke. Eine Spinne wolmnt darunter. Pflanzen zweigen
in der Niihe von mir, die iin Frithling blithen.

Wann Sommer komint, dann bin ich froh. Das Wetter ist wann, es gibt
Sprithregen und manchmals scheint die Sonne! Leute treten mit Sandalen
oder barfu} auf meine Stufen. Im Winter ist es kalt. Ich bin mit Schnee und
Eis bedeckt, und manchmal ist einen Unfall geschehen. Die Leute tragen
Sticfel. Stiefel tun mir weh.

Ich kenne die Leute, die im Fause wohnen an iliren Unterbekleidung!
Ich bemerke, wie die Moden wechseln. Midchen finden es modisch, [hosen
zu tragen. Natiirlich sehe ich auch Striinpfe, Unterricke, und gekriiuselte
Unterhosen! Ich weil, was ein schottische Mann unter sein Schottenréek-
chen trigt!

Ich hoffe, da ich hier bleiben werde. Ieh will das Jahr 2000 erfahren.

9-5, an inanimate object (the front steps of a house in London) is
personified; in eahibit 9-6, the writer pretends to be a famous person.

The author of exhibit 9-5 displays a light, even humorous touch,
especially in the final paragraph, exhibit 9-6, too, is not without humor,
but the humor is of a different nature—more jndirect, more subtle and
self-depreciating. Both essays were rated at the 5 4ievel, the first a strong
4and the second a we:k 5. For all practical purposes, however, both essays
Mlustrate in different ways similar linguistic strengths. Leute treten mit
Sandalen oder barfuB auf meine Stufen is a very clear, yet relatively
simple, sentence; exhibit 9-6 contains a number of simple sentences, too,
yet its author is always attempting to say a little more, to use a more
complex construction. For example: Die Schreibmaschine ist mir sehr
wichtig, aber manchmal hasse ich diese dumme Machine, or Jetzt
gefallen mir die drei Seiten nicht, dic ich vor zwei Stunden geschrieben
habe.

One ought never compare student essays when grading holistically,
but rathier assess the linguistic performance of each student independently
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Exhibit 9-6
Tageslauf eines Schaftstellers

Ichbin ein bekannter Schriftsteller. Viel: Romane habe ich angefangen,
aber nur einige habe ich beendet. Heute habe ich noch einen angefangenen
Roman in den Papierkorb geworfen. Hier will ich Ihnen erkliren, wie
schwer es ist, Romane zu schreiben.

Mein typische Tag fangt um neun Ubr i.orgens an. Ich habe kein Biiro;
gottseidank brauche ich jeden Tag nicht in die Stadt zu fahren. Meine Frau
bringt mir Frihstiick und die Zeitung. Ich esse, dann gehe ich in meinem
Arbeitszimmer, wo meine Maschine steht. Die Schreibmaschine ist mir sehr
wichtig, aber manchmal hasse ich diese dumme Maschine! Da sitze ich, vor
der Schreibmaschine, und ich denke. Und denke. Und denke. Dann bekom-
me ich plétzlich eine Idee. Schreibe schnell ich mit der Maschine eine, zwei,
drei Seiten. Dann halte ich plétzlich. Ich brauche noch eine Idee. Ich denke
zehn Minuten, zwanzig Minuten, eine Stunde . . . aber neue Ideen kommen
nicht. Und jetztist es Mittag, und meine Frau ruft mich zum Mi.tagessen. Sie
kocht sehr gut, und wir essen und reden bis ein Ulir.

Ich gehe wieder in meinen Arbeitszimmer. Jetzt gefallen mir die drei
Seiten nicht, die ich vor zwei Stunden geschrieben habe. Ich werfe sie in den
Papierkorb. Aber ich habe endlich eine neue, schorie Idee! Ja, es ist schr, sehr
gut. Ich schreibe vicle Seiten, und ich antworte nicht, als meine Frau mich
zum Abendessen ruft. Eine gute Idee ist zu wichtig. Ich schreibe bis neun
oder zehn Uhr. Wann ich fertig bin, esse ich ein kaltes Abendessen. Diesen
Tag habe ich achtundzwanzig Seiten geschrieben. Ich sollte zufrieden sein.
Aber ich habe Angst vor Morgen. Vielleicht scheint morgen die achtund-
zwanzig Seiten nicht so gut zu sein! Ich mag sie auch in den Papierkorb
werfen.

Also, Sie kénnen jetzt verstehen, warum ich nur drei Romane ge-
schrieben habe! Ja, ich finde s sehr schwer, cin Schriftsteller zu sein. Aberes
geféllt mir viel, wann Leute meine Biicher haufen und lesen. Ich weiss, ich
werde immer Schriftsteller sein.

This cardinal rule is violated here for a purpuse. to illustrate that twu very
different essay's can be rated similarly. What might have lowered the score
of exhibit 9-5 a little is the relatively high frequency of errors in a fairly
short text. These errors raise small, but recurring, doubts about the
writer’s basic competence in such areas as the proper use of cases,
conjunctions, and adjective endings.

Another rule in holistic grading is this. when in doubt whether to
assign a higher or alow er rating to a writing sample, reread the articulated
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scale descriptions.  joth levels carefully, then consult the basic or “gut”
scale. If still in doubt, assign the lower rating.

One could argue that the structure of many sentences in exhibit 9-6is
very simple and that the writer uses predominantly the present tense
(rarely the present perfect or narrative past). On the ACTF L/ETS
Proficiency Scale (»ee Appendix A), this would identify the writer as a
definite intermediate candidate, a strong i.-termediate-mid perhaps, but
not really an intermediate-h igh. By comparison, the author of exhibit 9-5,
evaluated for the moment according to ACTFL/ETS proficiency criteria,
occasionally reachesup to the in termediate-highlevel, although the effort
is neither sustained nor frequent.

Conclusion

Most teachers agree that our foreign language students, beginning at the
elementary level, need to write more to perfect their writing skills in the
targetlanguage. Realistically, however, classroom teachers do not have the
time to correct in great detail as many papers as students should write. A
proposed solution to this dilemma is for classroom teachers to double or
triple the amount of writing they assign at every level and, at the same
time, to employ a holistic, global assessment and evaluation procedure for
up to 50 percent of the written work produced during a semester or term.
Ubung macht den Meister. Practice on the part of the students, not
necessarily meticulous correction of every composition by the teacher,
makes perfect.

Notes

1. For further information, please contact Claus Reschke, Department of Gennan. Univensity of
Hou:ton. Honston, TX 77203-3756, telephone 713-749-2159.

2 The Advanced Phscement Program also uses another scale, ranging from 1 through 15, Th- nine-
point scale seems pret srable, however, to the more fine-tuned fifteen-point scale (used prinarily in
English) in assessing axd evaluating the written work of forcign language students.
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The Roman Empire
from Cradle to Graves:
Using I, Claudius in the
Latin Language or
Roman Civilization
Course

Jeffrey L. Buller!
Loras College, Dubuque, Jowa

Itisa feeling that many classicists must have had at one time or another. In
the midst of discussing Latin grammar or Roman history, the teacher is
reminded of a story about one of the early emperors. The anecdote is too
tempting to resist: not only does it relate perfectly to the day’s lesson, but
also it shatters yet another misconception about life in ancient Rome. And
50, the teacher begins to recount the incident, eagerly awaiting the class’s
response. Then, just as interest in the story is building and the underlying
lesson is about to be made, the teacher is struck by 2n unsettling thought:
“Waita minute . . . did that really happen or was that merely something
that I read in Robert Graves?”

There is, indeed, an occasional blurring of the lines between where
Tacitus and Suetonius end and where I, Claudius and Claudiu: the God
begin. That, of course, is part of the fun. Graves’s books, and the BBC/
PBS series based upon them,2 have effectively recreated carly imperial
Rome with all its intrigues, its corruption, and its scintillating gossip. For
Latin students, the world according to Graves is bound to be a fascinating
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one. The student who is weary of encountering yet another campaign by
Caesar m his Gallic Wars or yet another tribute by Cicero to his own
consulate will discover in I, Claudius a different, and quite unexpected,
view of Rome.

The books and the television series present the Romans as recogniz-
ably flawed human beings; their passions, faults, and follies, while
extreme, are not unlike our own. What those characters are unlike,
however, are the stolid moralists who, under the name of “Romans,” still
inhabitmany textbooks. The fictional world of the novels can thus serve to
counterbalance the simplistic world of the school text. Students who read
1, Claudius will emerge from the Latin course with a view of ancient
Roman life that is more accurate and less romantic than the one they held
before.

Yet the vivid detail with which Graves has imbued his vision of the
ancient world also presents a challenge to the teacher. If the appeal of I,
Claudiuslies imts ability tocombat our stereotypical view of the Romans,
the difficulty arises when Graves is almost {00 successful in this role. The
motives the author attributes to Claudius himself—as well as to Livia,
Augustus, Herod, and many others—while based upon the statements of
ancient historians, often go far beyond what is found in primary sources.
If this were not the case, Graves would have failed in his duties as a
novelist. But smee there is a great deal of fiction in I, Claudius, how are we
to evaluate Graves as a historian? low, in other words, can we help our
students to differentiate between what is gospel and what is Graves® And
how, in the end, may we take advantage of the interest our students have in
1, Claudius and Claudius the God without permitting these novels merely
to replace one type of misinformation with another?

These are important issues that must be addressed by the Latin
teacher before I, Claudius or any other historical fiction? can be intro-
duced into the Latin classroom. Moreover, the proper role of historical
tiction n a language or culture course is an issue that affects teachers of all
foreign languages, modern as well as ancient. Thus, although the specific
instances and examples presented below relate to the teaching of Latin
and classical crvilization, teachers of modern foreign languages can easily
adapt the technigues to the teaching of historically based fiction in their
own areas.
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Fiction versus History

While many teachers may believe that the mixture of fiction and history in
novels such as those by Robert Graves creates an insoluble problem for
them, that same combination actually reveals a useful opportunity. For
the mere exercise of distinguishing between what is “fact” and what is
fiction in I, Claudius will help students to review important events from a
crucial period in Roinan history. More than this, however, the exercises
will compel the Latin class to consider how we can know what really
happened in the distant past and how the rules of evidence may be applied
to ancient events. Simply by suggesting that I, Claudius should be
evaluated differently from an ordinary history book, the teacher will
cause the class to consider the nature of history itself,

Itinay be argued that this matteris far too complex to be discussed in
aLatinlanguage or Roman civilization course, especially at the secondary
level. But, in fact, it is an issue that must be dealt with, on an almost daily
basis, by nearly all Latin teachers. Failure to do so would cause the texts of
Caesar, Cicero, and Vergil to become nothing more than examples of
stylistic and grammatical principles. To be sure, those authors—like
Graves—mingled fact with interpretation. Latin teachers frequently urge
their classes to be critica!, even skeptical, in assessing Caesar’s campaigns,
the conspiracy of Catiline, or the principate of Augustus. An author’s
assertions, we often tell our students, must always be checked against the
accounts appearing in other texts, especially when there are several other
primary sources. Only then will a class be able to distinguish between a
statement of fact and an author’s interpretation of that fact.

Developing these skills of literary analysis and criticism is thus an
important part of every Latin course, whether it is taught at the secondary
or at the collegiate level. But it is also possible to develop those very same
skills through a critical reading of 1, Claudius or a critical viewing of the
BBC/PBS series.

A First Exercise in Source Criticism: The Death of Messalina

The easiest way this type of exercise can be designed would be for the
teacher to select an episode that appears both in one of Graves’s novels and
in the television series, and then to have the students identify and compare
the sources for each version. For instance, in chapters 28 and 29 of
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Claudius the God, Graves retells the story of Messalina, Claudius’s
deceitful wife, and explains her downfall. Graves’s version of this incident
resembles, in its general outline, much of what we know about the event
from Tacitus, Suetonius, and Dio Cassius. But Graves has also filled in a
number of details, tailoring his narrative to the personalities of the central
characters as he has described them.

Forinstance, in Graves’s version, there is an incident not found in the
primary sources: Messalina begins the entire episode by tricking Claudius
into a divorce. She does this by telling the emperor that a divorce would
forestall the prophecy that a great disaster was about to befall her
husband. She further suggests that she be allowed to marry the consul-
elect, C. Silius, thus causing the ill omen to be transferred to him in
punishment tor his insolence toward Claudius. The emperor agrees to this
plan and, in fact, is willing to officiate at the wedding himself. Moreover,
the girl Calpurnia, who reveals Messalina’s deception to Claudius, is
described merely as a prostitute with whom Claudius had lived some time
ago, before his marriage.* The second girlin the story, Cleopatra, is said to
be “Calpurnia’s friend who shared the house with her” (Graves, 1935, p.
494). In Tacitus, br. contrast, Calpurnia and Cleopatra are Claudius’s two
cencubines (duas paelices. Tacitus Annals 11.29), an allegation repeated
by Dio Cassius (see the reference to Claudius’s “concubines” [pallakon] at
61.31.4).

Graves also states that Narcissus, the freedman who serves Claudius
as his general secretary, ordered that Messalina be executed without
securmg the emperor’s perniission. Narcissus is reported to have done this
m the hope that Messalina, upon hearing the sentence, would resort to
suicide, thus freeing hini from the need to explain his unacthorized order.
To expedite this plan, Narcissus sends the former slave Euodus to
Messalina with word that guards are on their way to kill her. Messalina
cajolesand pleads with Euodus until the guards break down the door. The
final words of the empress, as she vainly attempts suicide, are “Oh, I can',
Mother! I'm afraid!” Graves then continues, “The Colonel’s sword was
out of its sheath. He tok three long steps forward and ran her through”
(Craves, 1935, p. 516).

In the television series (Pulman, 1976) based upon Graves’snovels, the
fall of Messalina appears at the end of episode 12, “A God in Colchester.”
This particular episode is une of the most interesting in the series because
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it bears, at times, a stronger resemblance to our primary sources than to
Graves's version of the events. For instance, the television series makes no
mention of an attempt by Claudius to circumvent a prophecy by divorcing
Messalina; indeed, Claudius is said to be one of the few people who did
not know of the dis .rce. Nor does it appear that intimate relations
between Claudius and Calpurnia have long been suspended: Messalina
says that she is aware of Calpurnia’s occasional visits to Claudius and the
freedman Pallas notes that the two of them have been friends “for years.”
Moreover, Claudius’s comment upon describing the incident much later—
“It will seem incredible, L know, in a city where nothing escapes notice or
comment that [Silius and Messalina] could have felt themselves so secure.
And yet they did. And I was perhaps the only man in Rome who knew
nothing of it” (Pulman, 1976)—is taken directly from Tacitus’s own
remarks at Annals 11.27.

The departures in the television series from the account that appears
in the ancient historians are at least as likely to be creations of the
scriptwriter as borrowings from the works of Robert Graves. For in-
stance, the series represents a drunken Claudius as having been tricked
into ordering Messalina’s execution himself. There is no need, in this
version, for the guard to break down the door of Messalina’s room, since
she herself opens it willingly in the hope that Claudius has come to forgive
her. The guard then tells Messalina that he has been ordered to cut off her
“pretty head and put it on a spear,” causing Messalina to utter her final
words in a shrill and pathetic scream, “Not my head! Not my head!”

After the class has watched this episode and read the relevant
chapters from Claudius the God. the teacher might begin a discussion of
the two accounts by asking the students to compare and contrast the
details in them. Are there any differences, the students might be asked,
between the two versions? Do the characters of Claudius and Messalina
appear similar in the two accounts, or is one depiction of Claudius more
sympathetic and one depiction of Messalina mnore horrifying? Which
statements or actions in the two versions lead the students to these
conclusions?

Then, or-e the class has identified several ways in which the
television series differs from the novel, the teacher might proceed to the
more basic question: Which of these two versions is more historically
accurate? The students will not be able to answer this question immedi-
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ately. The result will be a healthy confusion, since ihc studcity’ uneertain-
ty can then be used as a basis for exploring how we might investigate an
event that occurred nearly two thousand years ago. What, the teacher
might ask, are our ancient sources for the life of Claudius? And which
sources were used by Robert Graves in writing his novel and by Jack
Pulman in writing his screenplay?

To aid the students in answering these questions, the teacher might
provide the class with the following excerpts—either in translation or, in
upper-level language courses, in the original Latin or Greek—of our three
major ancient sources dealing with the death of Messalina:

1. [Messalna’s mother, Lepida] urged Messalina not tow ait for the executioner She
told Messahna that her life was over and that there was nothing more to hope for
but a digmfied death. And yet, there was no honor left in that heart corrupted by
lust. She was still carrying on with tears and vain protests when the door was
broken in by the men sent to kill her. . .. Then for the first time Messalina
reahzed her predicament. She took a dagger and put it first to her throat and then
to her breast. Each time she held back in fear, until finally the gaard ran her
through, Messalma'sbody was left with her mother. The report reached Claudius
winle he was catmg. He was told only that Messalina had died, not that her death
hael not been a suicide, Nor did he inquire. He simply asked for more wine and
continued his meal as usual. (Annals 11.37 -38)

2. Then [Clauthus] married Valeria Messalina, daughter of his cousin Messala
Barbatus. Yet when he learned not only that she had been guilty of other
isgraceful cnmes, but also that ohe had married Gaius Silins—even had the
ceremony performed before witnesses—Claudius exeeuted her . . . and he lost
Ins unreasoning passion for Messalina not so much from the shamelessness of her
msults, as from fear since he believed that she wanted the throne for her lover
Silius. (The Deified Claudius 26.2, 36)

3. When Claudms was all alone, Narcissus used his concubines to inform him of
everythng that was happening,. He frightencd Claudius with the thought that
Messalma was gomg to kill him and see that Sitius got the throne, In this way, he
persuaded Clauchus to arrest and torture & nmmber of people. While all this was
happening, Clauchus hunself hurried back to the city. There he had [the actor)
Muester and many others eaccuted. Afterwards, he ordered that Messalina
herselt be kalled. She had fled to the gardens of Asiaticus w hich were, inlarge part,
the cause of her undoing, (Dio Cassius 61.314.5)

After the students have studied these passages, they may be asked which
of the three accounts scems closest in detail and in spirit to the episode as it
appears in Claudius the Cod on the one hand, and in the television series
on the other. Which of the texts, the students can be asked, presents the
most favorable view of Claudius? Which presents the most negative view?
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What do the three different assessments tell us about Claudius? More
important, what do they tell us about the different authors?

By participating in an exercise of this kind, students will come to view
history not as an important record of the past, but as a “canvas” upon
which different artists may represent a scene in different ways. As the
exercise continues, students will understand that Graves, like any historian
or author of historical novels, has revealed not merely the facts about a
period, but also his own individual perspectives, interpretations, and even
biases.5

A Second Exercise in Source Criticism:
The Character of Tiberius

Perhaps nowhere is it more important for students to understand that
biasesexist than in the matter of interpreting an author's characters, M any
historians, and nearly all historical novelists, devote a great deal of
attention to describing the desires and motivations of historical figures.
Yet these desires and motivations never were, in nost cases, enunciated by
the individuals themselves. This difficulty may also be compounded since,
on those occasions when historical figures have told us why they under-
took a given course of action, we can never be certain whether we should
believe them. Few people, afier all, can assess their own motives with
complete objectivity. Moreover, it is alw ay s possible that historical figures
have intentionally cast the best possible light upon their motives, reporting
not what they actually believed but w hat they w anted posterity tobelieve.

One character for whom this issue is almost certain to arise is Livia's
son, Tiberius. Tiberius had a personality that is subject to multiple
interpretations. Many of his actions may be depicted either as cruel or as
well-intentioned, depending upon the author’s point of view. For instance,
in the second episode of the BBC/PBS series, “Family Affairs,” Tiberius is
represented as upset over his forced marriage to Augustus’s daughter,
Julia. He is so upset, in fact, that he begins weepiug when he speaks of the
matter to his brother, Drusus. What is worse, as far as the imperial family
is concerned, is that Tiberius has continued to meet in secret with his
former wife, Vipsania. Tiberius’s indifference to Julia angers Augustus,
and the emperor confronts his son-in-law in a memorable scene.

After viewing this episcde, the students in the Latin course might be
asked what Tiberius’s vicits to Vipsania and Augustus’s reaction to them
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reveal about these historical figures. Does the incident make Tiberius
seem foolish or victinized or merely callous toward Julia? What does it
tell us about Tiberius's interest in the throne or his lack thereof? Why did
Tiberius agree to marry Julia i the first place? (Have the students watch,
with special attention, the conversation between Tiberius and Drusus in
the bathhouse: W ho insisted upon this marriage? What did Tiberius hope
to gain from it?) And does this sequence of events appear to be something
that really happened or is it merely an event that was created for the
screenplay?6
Similarly, in episode &, “Reign of Terror,” we see the fall of Sejanus,
who served Tiberius as his commander of the Praetorian Guard. Tiber-
ius’s reaction to learning that he has been betrayed by Sejanus could be
described either as justified or as harshly viadictive, depending on
perspective. After the students have viewed this episode, therefore, they
might be asked to account for Tiberius’s response. Are Sejanus and
Tiberius equally malicious, or was Tiveriuss anger understandable?
Furthermore, in light of how Sejanus—and many others, beginning with
Augustus himself—had treated Vhzrius, is there any way in which we
might vicw Tiberius as a victim ot circumstance? What seems to have been
Graves's attituge toward Tiberius and how is this emperor depicted by the
ancient historians??
In order to develop more completely the class’s understanding
of these issues, the teacher might distribute the following descrip-
tions of Tiberius, all of which are concerned with the same aspect of his
personality:
1. Tiberius was one of the bad Claudians. He was neorose, reserved and cruel.
(Graves, 1934, p. 38)
Tiberius never made it plam which way lie w anted [the Senate] to voteeven when
he was very anxious for thein to vote one way or another. He wanted to avoid all
appearance of tyranny and yet to keep his position at the head of affairs. The
Senate soon found that if he spoke with studied elegance in favour of amot on he
meant that he wanted it voted against, and thatif he spoke with studied clegance
agamstat this meant that he wanted it passed, and that on the very few ocea ions
when he spokebriefly and without any rhetoric he meant to be taken literally (pp.
208-9)

9. Tiberms words were due more to his sense of decorum than to any real
conviction on his part. Even in matters where “Tiberius did not intend to be
deceptive, he was—cither from nature or from habit—ahvays hesitant and

obscure. But now that he wished to suppress his true feclings, his speeches
became even more ambiguous and unelear. (Tacitus Annals 111)
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3. Tiberius asswmed the principate at once and he did not hesitate to exercise his
power. He requested a bodygnard wad thus surrounded himself with both the
appearance and the henefits of sovereignty. Yet he long refused the title of
“emperor” itself even though his friends often urged him to accept it. But, with the
baldest hypocrisy, he chided them, saying that they did not know how monstrous
the empire was. His replies to the Senate on ths issue were marked by evasions
and cunning hesitation until they were begging him to aceept the throne,
(Suctonius Tiberius 24.1)

Tiberius could not hide his cruel and sullen nature even in childhood. (Suetonius
Tiberius 57.1)

4. Tiberin: was a patrician and well educated but he ha-danidiosyncratic nature. He
never revealed what he actually desired vor did he want any of the things that he
said he wanted. Rather, his words were diametrically opposed to his intentions.
Whatever he desired. he pretended to refuse. And whatever he hated, he
pretended to praise. He seemed tas grow angry over things which really disturbed
him not at all and he pretended to be most gracious when he was actually quite
upset, (Dio Cassivs 57.1.1)

While the students are discussing these passages, they should be encour-
aged to note the different coloring that each author has given to his
description of the same trait. In which of the passages, the students might
be asked, is Tiberius treated most generously? Which author has miven us
the most negative assessient? Is there any one ancient source upon which
Graves depended in his version or did he borrow equally from all three
classical authors® Do we get a similar itnpression of Tiberius in the
television series? If so, which of the emperor's statements and actions tend
to give us that impression? If not, how is the character of Tiberius, as
portrayed by the actor George Baker, different from the character we
observe in Graves's novels and in our primary sources?8

Students who complete this type of exercise or; ] » Claudius will come
away from the Latin language or Roman civilization course with a better
understanding of the individuals who shaped history during the first
century of our era. They will have seen Roman houses, dress, hairstyles,
and weaponry, all of which have been carefully recreated for the television
series, and they will have reviewed the events, described in Graves's novels,
that carried Rome from the end of the Civil Wars under Augustus to the
beginning of a new reign of terror under Nero. More than this, however,
they will have been exposed to niany ancient sources that were used by
Robert Graves and Jack Pulman in recreating this fascinating period of
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Roman history. It is even possible that students will discover that Tacitus’s
cynicism and Suetonius’s gossip-mongering reflect much of the sae spirit
that we find in Graves's novels and in the television series that was based
on themn. In this way, for yet another generation, the lines between ancient
history and modern historical fiction will inevitably—and, one hopes,
pleasantly—begin to blur.

Notes

1 For turther nformaton. or for cxamples of course materials based upon the teehigues discussed
w thus paper, please contact Jeffrey L Buller, Department of Classical Studies, Caunpus Bo 888,
Loras College, Dubugue. Towa 520040178, Telephone (319) 5887953 CompuSenve 71310, 1617

2, The Library Video Classies Project of the John 1. and Catherine T MacArthur Foundation has
made it possible for pubbe libranes to purchase a number of PBS series, including I, Clandius. ata
substantially reduced price. Cassettes meluded m the Library Video Classics Projeet bear the
following peel notee: “With the exception of The Jewel i the Crown, which is licensed for
private home us only, all other programs m the Library Video Classies Project are licensed for
pubhc perdformance.” This makes the series particularly useful to teachers,

3. Onthe general use of listoncal fichon m the Latm elass, mcludmg a discussion of the different ways
of approaching historical novels, see Buller (1989).

4. Infact. at the end of chapter 9 of Clawdwus th. God (Graves, 1934, p. 170). Graves states evplicitly
that Calpurnia wver vsited Claudius at the paalace amd that he never went Lo see her once e
beciane emperor.

5. Other incidents suitable for this type of source eriticism include

The Banishment of Julia Caligula’s “Invasion™ of Britain

1. Clandius 73 1. Claudins 405 7

Tacituss Annals 1.33 Suctonius’s Caligla 55.3

Suctoniuns The Derfied Augustus 63 Dio Cassins 59.25.1 5

Dio Cassins 55.10.14 16 ‘The Honors Bestowed on Incitatus
The Murder of Agrippa Postumus 1, Clandivs 378

1, Clauds 224 26 Suetonius's Calignla

Tacitus's Annals 1.6 Dio Cassius 39147

Suetoniuss Tiberius 22

Dio Cassius 57.35-6, 163 4

The Death of Tiberius

1, Claudias 345 33

Tacitus’ Aunals 6.50

Suctoniwss Tiberins ©3

Dio Cassius 58.25
6 The Iistorieal sources tor this merlent are Taatss Annals 1.12, Suctonius’s Tiberius 3.72 3:and
Dio Cassins 34312, In Gravess novel (1934 1t 1 deseribed at p. 38, After comparing these
accounts. 1t should b+ apparent to the students how cosely Graves is following Suctonins. rather
than the other sources, here: the events depicted in the television series are a rather compleie
extrapolation from Suctomus and Graves. As \e students exzunine the prinary sources, they might
alvo De asked the followmg: “What name 1s used for Tiberius’s first wife in Tacitus, in Gravess
novel. andd m the BBGZPBS senes? What name is used for this samc character in Suctonius? 2. m
does Dio Cassins refer to hier? Using your knowledge of ancient Roman nanes, evplain all three
designations for this character. Why might the other authors hive preferred not to use the nimne
found in Suctoniue?”
The Instoncal sonrees for the fall of Sejanus are Suctomus’s Tiberins 63, Juvenal 10.58 113, ad
Do Cassius 586 11. The section of Tacitus’s Annals m w hich this event is deseribed is now lost
Robert Graves presents the downfall of Sejanus in clipter 27 of I, Claudins Both the novel and the
telovision sertes have been mfluenced by Dio Cassius’s description of the events
8. Other ligures who led themseles to this sort of character analysis include Livia, Antoniz, Piso,

Genmaicus. Livilla, and the elder Agrippini.
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Appendix A:
ACTFL Proficiency
Guidelines

Tk: 1986 proficiency guidelines represent a hierarchy of global characterizations of
iniegrated perfonnance in speaking, listening, reading and writing. Each description is a
,epresentative, not an exhaustive, sample of a particular range of ability, and each level
subsumes all previous levels, moving from simple to complex in an “all-before-and-more”
fashion.

Because these guidelines identify stages of proficiency, as opposed to achievement,
th  are not intended to measure what an individual has achieved through specific
cassroom mstruction but rather to alluw assessmient of what an individual can and cannot
do, regardless of «here, when, or how the language has been leamed or acquired; thus, tne
words “leamed’” and “acquired” are used in the broadest sense. These guidelines are not
based on a particular linguistic theory or pedagogical method, since the guidelines are
profiiency-based, as vppused to achievanent-based, and are intended to be used for
global assessment.

The 1986 guidelires should not be considered the definitive version, since the
cumstruction and utihzation of language proficiency guidelines is a dynarnic, interactive
process. The acadeimic sector, like the govemment sector, will continue to refine and update
theentena perodically to weflect the needs of the users and the advances of the profession.
In this vein, ACTFL owes a continuing debt to the ercaturs of the 1982 provisional
proficiency guidelines and, of course, to the members of tie Interagency Laneuage
Roundtabl: Testmg Commnttee, the creators of the government’s Language Skill Level
Descriptions.

ACTFL would like to thash the £ luwing individuals for their contributions or: this
current guidelines project:

Heidi Bymes Seiichi Makino
James Child Irene Thompson
Nina Levinson A. Ronald Walton
Pardee Lowe, Jr.

These proficiency guidelines are the product of grants trom the U.S. Departiment of
Education.
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Novice

Novice Low

Novice Mid

Nowice lligh

Intermediate

Intermediate Low

ERIC
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Generic Descriptions—Speaking

The Novice level is characterized by the ability to connmunicate
minimally with leamed naterial.

Oral production consists of isolated words and perhaps a few
high-frquency phrases. Essentially no functional communicative
ability.

Oral production continues to consist of isolated words and
leamned phrases within very predictable areas of need, although
quality is increased. Vocabulary is sufficient only for handling
simple, elementary nceds and expressing basic courtesies. Ut-
terances rarely consist of more than two or three words and show
frequent long pauses and repetition of interlocutor’s words.
Speaker may have some difficulty producing even the simplest
utterances. Some Novice -Mid spx kers will be understood only
with great difficulty.

Able to satisfy partially the requirements of basic communicative
exchanges by relying heavily on leamed utterances but occa-
sionally expanding these through simple recomnbinations of their
elements Can ask questions or make statements involving leamed
material. Shows signs of spontancity although this falls short
of real autonomy of expressi.... Speech continues to consist
of leamed utterances rather than of personalized. situationally
adapted ones. Vocabulary centers on areas such a basic objects,
places, and most common kinship terms. Pronunciation may still
be strongly influenced by first language. Errors are frequent and,
in spite of repetition, soine Novice-High speakers will have diffi-
culty beiug understood even by syinpathetic interlocutors.

The Intermediate level is charactenized by the speaker’s ability to:

—create with the language by combining and recombining
learned elements, though priniarily in a reactive mode:

—initiate, mintmally sustain, and «Jose in a simple way basic comn-
municative sks: and

—ask and ans -er questions.

Able to handle successfully a limited number of mteractive, task-
oriented and social situations. Can ask and answer questions,
inwate and respond to simple statements and maintain face-to-
face comv. sation, although in a highly restricted manner and with
nuch linguistic inaccuracy. Within these limitations. can perform
such tasks as introclucing self. ordering a meal, asking directions,
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Intermedhate-Mid

Intermecdhate -High

Advanced

Advanced

O
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and making purchases. Vocabulary is adequate to express only the
mnost elementary needs. Strong interference from native language
may occur. Misunderstandings frequently arise, but with repeti-
tion, the Intermediate-Low speaker can generally be understood
by sympathetic interlocutors.

Able to handle successfully a variety of uncomplicated, basic and
conununicative tasks and social situations. Can talk simply about
self and family members. Can ask and answer questions and
participate in simple conversations on topics beyond the most
immediate needs; e.g., personal history and leisure time activitics.
U tterance length increases slightly, but speech may continue to be
characterized by frequent long pauses, since t - smooth incor-
poration of cven basie conversational strateggies is often hindered
as the speaker struggles to create appropriate language forms.
Pronunciation may continue to be strongly influenced by first
language and fluency may still be strained. Although misunder-
standings still arise. the Intermediate-Mid speaker can generally
be understood by sympathetic interlocutors.

Able to handle successfully most uncomplicated communicative
tasks and social situations. Can initiate, sustain, and close ageneral
conversation with a number of strategies appropriate to a range of
circumstances and topics, but errors are evident. Litnited vocabnl-
ary still necessitates hesitation and nay bring about slightly
unexpected circumlocution. There is enierging evidence of con-
nected discourse, particularly for simple narration and/or descrip-
tion. The Intermediate -High speaker can generally be understood
even by interlocutors not accustoined to dealing with speakers at
this level, but repetition may still be required.

The Advanced level is characterized by the speaker’s ability to:

—converse in a clearly participatory fashion;

—mitiate. sustain, and bring tc closure a wide variety of communi-
cative tasks, including those that require an increased ability to
convey meaning with diverse language strategies due to a
complication or an unforescen tum of events;

—satisfy the requirements f school and work situations; and

—uarrate and describe with paragraph-length connected dis-
conrse.

Able to satisfy the requirements of everyday sitnations and rontine
school and work requirements. Can handle with confidence but
not with facility complicated tasks and social situations, such as
claborating, complaining, and apologizing. Can narrate and de-
scribe with some details, linking sentences together smoothly. Can
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Advanced-Plus

Superior

Superior
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communicate facts and talk casually about topics of current public
and personalinterest, using general vocabulary. Shortcomings can
often be smoothed over by communicative strategies, such as
pause fillers, stalling devices, and different rates of speech. Cir-
cumlocution which arises from vocabulary or syntactic limita-
tions very often is quite successful, though some groping for words
may still be evident. The Advanced-level speaker can be under-
stood without difficulty by native interlocutors.

Able to satisfy the requirements of a broad variety of everyday,
school, and work situations. Can discuss concrete topicsrelating to
particular interests and special fields of competence. There is
emerging evidence of ability to support opinions, explain in detail,
and hypothesize. The Advanced-Plus speaker often shows a well-
developed ability to compensate for an imperfect grasp of some
forms with confident use of communicative strategies, such as
paraphrasing and circumlocution. Differentiated vocabulary and
intonation are effectively used to communicate fine shades of
meaning. The Advanced-Plus speaker often shows remarkable
fluency and ease of speech but under the demands of Superior-
level, complex tasks, language may break down or prove inade-
quate,

The Superior level is characterized by the speaker’s ability to:

—participate effectively in most formal and informal conversa-
tions on practical, social, professional, and abstract topics; and

—support opinions and hypothesize using native-like discourse
strategies.

Able to speak the language with sufficient accuracy to participate
effectively in most formal and informal conversations on practical,
social, professional, and abstract topics. Can discuss special fields
of comnpetence and interest with ease. Can support opinions and
hypothesize, but may not be able to tailor language to audience or
discuss in depth highly abstract or unfamiliar topics. Usuaily the
Superior-level speaker commands a wide variety of interactive
strategies and shows good awareness of discourse strategies. The
latter involves the ability to distinguish main ideas from support-
ing information through syntactic, lexical and suprasegmental
features (pitch, stress, intonation). Sporadic errors may occur,
particularly in low-frequency structures and some complex high-
frequency structures more common to formal writing, but no
patterns of error arc evident. Errors do not disturh the native
speaker or interfere with communication.
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Generic Descriptions—Listening

These gudeles assunie that all Tistenmg tasks take place man authentic environment at a
nomal rate of speech using standard or near-standard nonus.

Noviee-Low Understanding is limited to occasional isolated words, such as
cognates, borrowed words, and high-frequency social conven-
tions. Essentially no ability to comprehend even short utterances.

Noviee Mud Able to understand some short, learned utterances, particularly
where ~~aeat strongly supports understanding and speech is
clearly audible. Comprehends some words and phrases from
simple questions, statements, high-frequency commands and
courtesy formulae about topics that refer to basic personal infor-
mation or the immediate physicai setting. The listener requires
long pauses for assimilation and periodically requests repetition
and/or a slower rate of speech.

Nowviee -High Able to understand short, learned utterances and some sentence-
length utterances, particularly where context strongly supports
understanding and speech is clearly audible. Comprehends words
and phrases from simple questions, statements, high-frequency
commands and courtesy formulac. May require repetition, re-
phrasing and/or a stowed rate of speech for comprehension.

Intennediate -Low Able to understand sentence-length utterances which consist of
recombmations of learned dlements in a limited number of content
areas, particularly if strongly supported by the situational context.
Content refers to basic personal background and needs, social
conventions and routine tasks, such as getting meals and receiving
smiple mstructions and directions. Listening tasks pertain primar-
ily to spontaneous face-to-face conversations. Understanding is
often uneven, repetition and rewording may be necessary. Mis-
understandings in both main ideas and details arise frequently.

Intemediawe Mid Able to understand sentence-length utterances which consist of
recombinations of learned utterances on a variety of topics.
Content continues to refer primarily to basic personal background
and needs, sociat conventions and somew hat more complex tasks,
such as lodging, transportation, and shopping. Additional content
areas mehude some personal interests and activities, and a greater
dwersity of instructions and directions. Listening tasks not only
pertam to spontancous face-to-face eonversations but also to
short routine telephone conversations and some deliberate speech,
such as simple announcements and reports over thenedia. Under-
standing continues to be uneven.
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Intermediate High

Advanced

Advanced Plus

Superior

Distinguished
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Able ta sustain understanding over longer stretches of comected
discourse on a number of topics pertaining to different times and
places; hawever, understanding is inconsistent due to failure to
grasp main ideas and/or details. Thus, while topics do not differ
significantly from those of an Advanced-level listener, comprehen-
sion is less in quantity and poorer in quality.

Able to understand main ideas and most details of connected
discourse an a variety of topics beyond the immediacy of the
situation. Comprehension may be uneven due to a variety of
linguistic and extralinguistic factors, among which topie famil-
iarity is very prominent. These teats frequently invalve descriptian
and narration in different time frames or aspects, such as present,
nonpast, habitual, or imperfective. Texts may include interviews,
short lectures on familiar topics, and news items and reports
primarily dealing with factual information. Listener is aware of
cohesive devices hut may not be able to use them to follow the
sequence of thought in an oral text.

Able to understand the main ideas of most speech in a standard
dialect; however, the listener may not be able ta sustain compre-
hension in extended discourse which is propositionally and lin-
guistically complex. Listener shows an emergig awareness of
culturally implied meanings beyond the surface meanings of the
text but may fail ta grasp sociocultural nuances of the message.

Able to understand the main ideas of all speech in a standard
dialect, including technical discussion in a field of specialization.
Can follow the essentials of extended discourse which is propost-
tionally and linguistically complea, as in academic/professional
settings, in lectures, speeches, and reparts. Listener shows some
appreciation of aesthetic nonms of target language, of idioms,
colloquialisms, and register shifting. Able to make inferences
within the cultural framew ork of the target language. Understand-
ing is aided by an awareness of the underlying organizational
structure of the oral text and includes sensitivity for its social and
cultural references and its affective overtones. Rarely misunder-
stands but may not understand excessively rapid, highly collocuial
speech or speech that has strong cultural references.

Able to understand all fonns and styles of speech pertinent to
personal, social and professional needs tailored to different audh-
ences. Shaws strong sensitivity to social and cultural references
and aesthetic norms by processing language from within the
cultural framework. Texts include theater plays, screen produc-
tions, cditorials, symposia, academic debates, pnblic policy state-
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ments, literary readings, and most jokes and puns. May have
difficulty with some dialects and slang.

Generic Descriptions—Reading

These guidelines assime all reading teats to be anthentic and legible

Nowvice-Low

Novice-Mid

Nowice-1high

Intermechate -Low

Intermedhate Mid

O
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Able occasionally to identify isolated words and/or major phrases
when strongly supported by context.

Able to recognize the symbols of an alphabetic and/or syllabic
wnting system and/or a limited munber of characters ina system
that nses characters. The reader can identify an increasing number
of highly conteatualized words and/or phrases inclnding cognates
and borrowed words, where appropriate. Material nuderstood
rarely exceeds a single phrase at a time, and rereading may be
required.

Has sufficient control of the writing system to interpret written
language in areas of practical nced. Where vocabnlary has been
leamed, can read for instructional and directional purposes stan-
dardized messages, phrases or expressions, such as some items on
menus, schednles, timetables, maps, and signs. Attimes, but not on
a consistent basis, the Novice -High reader may be able to derive
meaning from material at a slightly higher level where context
and/or extralinguistic backgronnd knowledge are supportive.
Able to understand main ideas and/or some facts from the
simplest connected texts dealing with basic personal and social
needs. Such texts are linguistically noncomplex and have a clear
underlying mtemal struetnre, for example chronological sequenc-
ing. They impart basic information about which the reader has to
make only minimal suppositions or to which the reader brings
personal interest and/or knowledge. sxamples inclide messages
with social purposes or information for the widest possible andi-
ence, siich as public announcements and short, straightforward in-
structions dealing with public life. Some misunderstandings will
ocenr.

Able to read consistently with increased understanding simple
connected texts dealing with a variety of basic and social needs.
Such texts are still linguistically noncomplex and have 2 clear
underlying internal structure. They impart basic infonmnation
about which the reader has to make minimal suppositions and to
which the reader brings personal interest and/or knowledge.
Examples may include short, straightforward descriptions of
persons, places, and things written for a wide andience.
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Intermediate Hligh

Advanced

Advanced- Plus

Superior
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Able toread consistently with full understanding simple connected
texts dealing with bzsic personal and social needs absut which the
reader has personal interest and/or knowledge. Can get some
main ideas and information from texts at the next higher level
featuring description and narration. Structural complexity may
interfere with comprehension; for example, basic grammatical
relations may he misinterpreted and temporal references may rely
primarily on lexical items. Has some difficulty with the cohesive
factors in discourse, such as matching pronouns with referents.
While texts do not differ significantly from those at the Advanced
level, comprehension is less consistent. May have to read material
several times for understanding,

Able to read somewhat longer prose of several paragraphs in
length, particularly if presented with a clear underlying structure.
The prose is predominantly in familiar sentence pattems. Reader
gets the main ideas and facts and misss some details, Comprehen-
sion derives not only from situational an? subject matter knowl-
edge but from increasing controls of the language. Texts at this
level include descriptions and narrations such as simple short
stories, news iteins, bibliographical information, social notices,
personal correspondence, routinized business letters and simple
technical material written for the general reader.

Able to follow essential points of written discourse at the Superior
level in areas of special interest or knowledge. Able to understand
parts of texts which are conceptually abstract and linguistically
complex, and/or texts which treat unfamiliar topics and situa-
tions, as well as some texts which involve aspects of target-
language culture. Able to comprehend the facts to make appropri-
ate inferences. An emerging awareness of the aesthetic properties
of language and of its literary styles permits comprebension of a
wider variety of texts, including literary. Misunderstandings may
oceur,

Able to read with almost complete comprehension and at normal
speed expository prose on unfamiliar subjects and a variety of
literary texts. Reading ability is not dependent on subject matter
knowledge, although the reader is not expected to comprehend
thoroughly texts which are highly dependent on knowledge of the
target culture. Reads easily for pleasure. Superior-level texts fea-
ture hypotheses, argumentation and supported opinions and
include grammatical pattems and vocabulary ordinarily encoun-
tered in academic/professional reading. At this level, due to the
control of general vocabulary and structure, the reader is almost
always able to match the meanings derived from extralinguistic
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knowledge with meanings derived from knowledge of the lan-
guage, allowing for smooth and efficient reading of diverse texts.
Occasional misunderstandings may still occur; for example, the
reader may experience some difficulty with unusually complex
structures and low-frequency idioms. At the Superior level the
reader can match strategies, top-down or bottonm-up, which are
most appropriate to the text. (Top-down strategies rely on real-
world knowledge and prediction based on genre and organiza-
tional scheme of the text. Bottom-up strategies rely on actual
linguistic knowledge.) Material at this level will include a variety of
literary texts, editorials, correspondence, general reposts and
technical material in professional fields. Rereading is rarely neces-
sary, and misreading is rare,

Able to read fluently and accurately most styles and forms ot the
language pertinent to acadernic and professional needs. Able
to relate inferences in the text to real-world knowledge and
understand ahnost all sociolinguistic and cultural references by
processing language from within the cultural framework. Able to
understand a writer’s use of nuance and subtlety. Can readily
follow unpredictable tuin: of thought and author intent in such
materials as sophisticated editorials, specialized jounal articles,
and literary texts such as novels, plays, poems, as well as in any
subject matter area dirccted to the general reader.

Generic Descriptions— Writing

Able to form some lotters in an alphabetic system. In languages
whose writing systems use syllabaries or characters, writer is able
to both copy and produce the basic strokes. Can produce roma-
nization of isolated characters, where appiicable.

Able to copy or transcribe familiar words or phrases and repro-
duce some from memory. No practical communicative writing
skills.

Able to wnite simple fired expressions and lim:ted memorized
material and some recombinations thereof. Can supply informa-
tion on simple forms and documents. Can write naines, numbers,
dates, own nationality, and other simple autobiographical infor-
mation as well as some short phrases and simple lists. Can write all
the symbols in an alphabetic or syllabic system or 50-100 charac-
ters or compounds in a character writing system. Spelling and
representation of symbols (letters, syllables, characters) may be
partially correct.
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Intermediate Low

Intennediate Mid

Intennediate High

Advanced
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Able to meet limited practical writing needs. Can write short
messages, posteards, and take down simple notes, such as tele-
phone messages. Can create statements or questions within the
scope of limited language experience. Material produced consists
of rccombinations of learned vocabulary and structures into
sinple sentences on very familiar topics. Language is inadeqquate
to express in writing anything but elementary needs. Frequent
errors in graminar, vocabulary, punctuation, spelling and in for-
mation of nonalphabetie syrmbols, but writing can be understood
by natives used to the writing of nonnatives.

Able tomect a number of practical writing needs. Can write short,
simple letters. Content involves personal preferences, daily rou-
tine, everyday cvents, and other topics grounded in personal
experience. Can express present tine or at least one other time
frame or aspect consistently, e.g., nonpast, habitual, imperfective.
Evidence of control of the syntax of noncomnplex sentences and
basic inflectional morphology, such as declensions and conjuga-
tion. Writing tends to be a loose collection of sentences or sentence
fragments on a given topic and provides little evidence of con-
scions organization. Can be wnderstood by natives used to the
writing of nonnatives.

Able to meet most practical writing needs and hinted socal
demands. Can take notes in soae detail on familiar topics and
respond in writing to personal questions. Can write simple letters,
brief symopses and paraphrases, suminaries of biographical data,
work and school experience. In those languages relying primarily
on content words and tine expressions to express tine, tense, or
aspect, some precision is displayed, where tense and/or aspect is
expressed through verbal inflection, forns are produced rather
consistently, but not always accurately. An ability to describe and
narrate in paragraphs is emerging, Rarely uses basic cohesive
clemnents, such as prononinal substitutions or Synonyms in written
discourse. Writing, though faulty, is generally comprehensible to
natives used to the writing of nonnatives.

Able to write routine social correspondence and join sentences in
simple discourse of at least several paragraphs in length on familiar
topics. Can write simple social correspondence, take notes, write
cohesive sunnaries and resumes, as well as narratives and
descriptions of a factual nature. Has sufficient writing vocabulary
to express self simply with some circumlocutior. May still make
errors in punetuation, spelling, or the formation of nonalphabetic
symbols. Good control of the morphology and the most fre-
quently used syntactic structures, e.g., common word order pat-
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tems, coordination, subordination, but makes frequent errors in
producing complex sentences. Uses a limited number of cohesive
devices, such as prenouns, accurately. Writing may resemble literal
translations from the native language, but & sease of organization
(rhetorical structure) is cmerging. Writing is understandable to
natives not used to the writing of nonnatives.

Able to write about a variety of topics with siguificant precision
and in detail. Can write most social and infonmal business corre-
spondence. Can describe and narrate personal experiences fully
but has difficulty supporting points of view in written discourse.
Can write about the concrete aspects of topics relating to particu-
lar mterests and special fields of competence. Often shows remark-
able fluency and case of expression, but wnder time constraints
and pressure writing may be inaccurate. Generally strong in either
gramar or vocabulary, but not in both. Weakness and uneven-
aess in one of the foregoing or in spelling or character writing
formation may result in occasional misconmmumication. Some
misuse of vocabulary may still be evident. Style may still be
obviously foreign

Able to express sclf effectively inmostf onnal and informal writing
on practical, social and professional topics. Can write most types
of correspondence, such as memos as well as social and business
letter, and short research papers and statements of position in
areas of special interest or in special fields. Good control of a full
range of structures. spelling or nonalphabetic symbol production,
and a wide general vocabulary allow the writerto hypothesize and
present arguments or points of view accurately and effectively. An
underlying organization, such as chronological ordering, logical
ordering, cause and effect, comparison, and thematie develop-
ment is strongly evident, although not thoroughly exceuted and/
or not totally refleciing target language patterns. Although sensi-
tnve to differences in formal and informal style, still may not tailor
writmg precisely toa variety of purposes and/or readers. Errors in
writing rarely disturly natives or cause miscomnunication.
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Speaking

Preface

The following proficiency level descriptions characterize spoken language use. Each of the
six “base levels™ (coded 00, 10, 20, 30, 40, and 50) implies control of any previous “base
level's” functions and accuracy. The “plus level” designation (coded 086, 16, 26, etc.) will be
assigned when proficiency substantially exceeds one base skill level and doesnot fully meet
the criteria for the next “base level.” The “plus level” descriptions are therefore supple-
mentary to the “base level” descriptions. :

A skill level is assigned to a person through an authorized language examination.
Examiners assign alevel on a variety of perfonance criteria exemplified in the descriptive
statements. Thercfore, the examples given hereillustra te, but do not exhaustively describe,
cither the skills a person may possess or situationsin which he/she may function effectively.

Starements deseribing aceuracy refer to typical stages in the developinent of compe-
tence in the most commonly taught languages n formal training programs. In other
languages, emerging competence parallels these characterizations, but often with different
details,

Unless ocerwise specified, the term “native speaker” refers to native speakers of a
standard dialeet.

"Well-educated,” in the context of these proficiency descriptions, does not
necessarily imply fonnal higher education. However, in cultures where formal higher
education is common, the language-use abilitics of personswho have had such education is
considered the standard. That is, such a peison meets the contemporary expectations for
the formal, carcful style of the language, as well as a range of less formal varieties of the
language,

O
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Speaking 0 (No Proficiency )

Unable to function in the sp-oken language. Oral production is limited to occasional
isolated words. Has essentially no communicative ability. (Has been coded $-0 in some
nonantomated applications.) [Data Code 00]

Speaking 0+ (Memorized Proficiency)

Able to satisfy immediate needs using rehearsed utterances. Shows little real auto-
nomy of expression, flexibility, or spontaneity. Can ask questions or make statements with
reasonable accuracy only with memorized utterances of formulae. Attempts at creating
speech are usually unsuccessful.

Examples: Theindividual’s vocabulary is usually limited to areas of immediate survival
peeds. Most utterances are telegraphic; that is, functors (linking words, markers, and the
like) are omitted, confused, or distorted. An individual can usually differentiate mnost
significant sounds when produced in isolation, but, when combined in words or groups of
words, errors may be frequent. Even with repetition, communication is severely limited
even with people used to dealing with forcigners. Stress, intonation, tone, etc. are usually
quite faulty: (Has been coded $-0+ m some nonautomated applications.) [Data Code 06)

Speaking 1 (Elementary Proficiency)

Able to satisfy minimum courtesy requirements and maintain very simple face-to-
face conversations on familiar topics. A native speaker must often use slowed speech,
repetition, paraphrase, or a combination of these to be understood by this individual.
Similarly, the native speaker must strain and employ real-world kne vledge to understand
even simple statements/questions from this individual. This speaker has a functional, but
limited! proficiency. Misunderstandings are frequent, but the individual is able to ask for
help and to verify comprehension of native speech in face-to-face interaction. The
individual is unable to produce continuous discourse except with rehearsed material.

Examples:  Structural accuracy is likely to be random or severely limited, Time coneepts
are vague. Vocabulary is inaccurate, and its range is very narrow. The individual often
speaks with great difficulty. By repeating, such speakers can make themselves understood
to native speskers who are in regular contact with foreigners Dut there is little precision in
the information conveyed. Needs, experiences, or training may vary greatly from indivi-
dual to individual; for example, speakers at this level may hive encountered quite different
vocabulary areas. However, the individual can typically satisfy predictable, simple person-
aland accommodation needs; can generally ineet courtesy, introduction, and identification
requirements; exchange greetings; clicit and provide, for example, predicable and skeletal
Diographical information. He/she might give information about Dbusiness hours, explain
routine procedures in a limited way, and state in a sizple inanner what actions will be
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taken. He/she is able to fomuilate some questions even in languages with complicated
question constructions. Almost every utterance may be characterized by structural errors
and errorsin basic grammatical relations. Vocabulary is extremely limited and characteris-
tically does not include modificrs. Pronunciation, stress, and intonation are generally poor,
often heavily influenced by another language. Use of structure and vocabulary is highly
imprecise. (1fas been coded $-1 in some nonautomated applications.) [Data Code 10

Speaking 1+ ( Elementary Proficiency, Plus)

Can initiate and maintain predictable face-to-face conversations und satis{y limited
social demands. He/she may, however, have little understanding of the social conven-
tions of conversation. The interlocutor is generally required to strain and employ real-
world knowledge to understand even some simple speech. The speaker at this level may
hesitate and may have to change subjects due to Tack of languiage resources, Range and
control of the language are limited Speceh largely consists of a series of short, discrete
utlerances,

Examples:  The individual is able to satisfy most travel and accommodation needs and a
limited range of social demands bevond exchange of skeletal biographical information.
Speaking ability may extend bevond immediate survival needs. Accuracy in hasic gram-
matical relations is evident, although not consistent. May exhibit the more common fonmy”
of verb tenses, for example, but may make frequent errors in fonnation and selection,
While some structures are established, errors occur in more complex pattems. The
individual typically ~annot sustain coherent structures in longer utterances or unfamiliar
situations. Ability to deseribe and give preeise information is limited, Person, space, and
time references are often used incorreetly. Prommeiation is understandable to natives used
to dealing with forcigmers. Can combine most significant sounds with reasonable comipre-
hensibility, but has difficulty in producing certain sounds in cortain Positions or in certain
combinations. Speech will usually he labored. Frequently has to repeat utterances to bhe
understood by the general public. (Has been coded $-1+ in some nonautomated applica-
tions,) [Data Coxde 16)

Speaking 2 (Limited Worki & Proficiency)

Able to satisfy routine social demands and limited work requirements.  Can handle
routine work-related interactions that are limted in scope. In more complex and sophisti-
cated work related tasks, language usage generally disturbs the native speaker. Can handle
with contidence, hut not with [ acility, most nonnal, high-frequency social conversational
situations including extensive, but esual conversations about current events, as well as
work, family, and autobiographical information. The individual can get the grist of most
everyday conversations but has some difficulty understanding native speakers in situations
that require specralized or sophisticated knowledge. The inlividual’s utterances are
minimally cohesive. Linguistic structure i usually not very claborate and not thoroughly
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controlled, errors are frequent. Vocabulary use is appropriate for hih-frequency ntter-
ances, but unusual or imprecise elsewhere.

Examples: W hile these mteractions will vary widely from individual to individual, the
mdvidual can typieally wsh and wiswer predictable questions i the w orkplace and give
straghtforward mstructions to suburdimates, Additionally, the individual can participate
m perseaal and acconmiosdation-ty s mteractions w ith elaboration and facility; that is,
can gve and understand comphicated, detailed, and eatensive dirertions and make non-
routme chauges m travel ad accommodation arraugements. Sitmple structures and basic
grammatical relations are typically controlled, however, there are areas of weakness Intie
commonly tanght Layguages, these may be stple markings such as plurals, articles, linking
words, and negitves of more complex structures such as tense/aspect usage, case
momphology, passive comstructions. word order, and enn ~hling (Nas been coded S-2 in
some nomantonrited applications.) [Data Code 20]

Speaking 2+ (Limited Working Proficiency, Plus)

Able to satisfy most work requirements with language usage that is often, but not
always, acceptable and effective. Tl uidividual shows considerable ability to com-
pumicate eftectively on topics relating to partiaular interests and special fields of compe-
tence. Otten shows o uggh deggree of fluency and case of speech, yet whenmder wasion or
pressure. the abihity to use the lanage effectively nay deteriorate. Comprehension of
nomial natve speech s ypically nearly complete, The indiv idual nay miss coltural and
loedl references and niay require o nativt speake to adjust to his/ler limitations in some
ways, Natne speakers often pereene the mdividudls speech to contain awkward or
maccuritte phrasing of 1deas, nustaken tind pace, and person references, or to be insome
wa inappropriate. if not strictly incorrect,

Examples:  Typically tine mdividual can participate i muost social, fonnal, and informal
mteractions; hut lnntations either m range of Conteats, types of tasks, or level of accuracy
hnder ettectnveness. The mdn dual may Bedlat case with the use of the Language cither in
soctal miteraetion or m speahing at length m professional contests. He/she is generally
strong mether stasetural preasion or vocabulary, but not ir.both Weakness o7 nnevenne ss
m one of the foregomg, or w prosunciation, ocasionally results in misconmini sation
Nomually controls, but cammot iways vasily produce general vocabulary. Discourse is

often meohesty e, thlas heerscaded 822+ msane vouautoniated applications.) [Data Code
26)

Speaking 3 (General Pro, fessional Proficiency)

Able to speak the language with sufficient structural accuravy and vocabulary to
participate effectively in most formal and informal conversations on practical, social,
and profe.sional topies,  Neverthiless, the indiv idual’s limitations generally restrict the
professiond contests of Languagze use to niatters of shared knowledg and/or international

O

RIC 130

Aruitoxt provided by Eic:
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convention Discourse is coliesive “The individual uses the language acceptably, but wath
some naticeable imperfections, vet, errors v irtually never mterfere wath understandg ad
rarely disturh the native speaker “The individual ¢.m cffectively eombme strueture and
vacabulary to convey his, Ter meaning accurately. The mdiadual speaks readily and fills
pausessuitably In face-to face conversation ith natives speahng the standard dialect at a
normal rate of speech, comprehension is quite complete. Although cultural references,
proverhs, and the implications of auances and idiom may not be «ully understood, the
individual can easily repair the comversation. Pronunciation may be obviously foreym,
Individual sounds are accurate, but stress, intonation, and piteh control may be faulty.

Examples:  Can typically discuss particular interests and special fields of competence
with reasonable case Can use the language as part of nonmal professional duties sueh as
anwwering objections, clarify ing points. justify ing decisions, understanding the essenee of
challenges. stating and defending policy, condneting wmeetings, delverng briefings, or
ather extended and elaborate informative monclogues. Can rehably ehiat mformation and
informed opinion from native speakers. Structural inaccuracy 1s rarely the ., or cause of
misunderstanding Use of structural devices is flexible ane elaborate. Without searching for
word~ or phvases, the individual uses the linguage clearly and relativehy naturally to
claborate concepts freely and make ideas easily understandable to natwe speakers. Errors
oceur in low-frequeney and highly comples structures., (Has been coded $-2 m some
nonautomated applications.) [Data Code 30]

Speaking 3+ (General Professional Proficiency, Plus)

Is often able to use the language to satisfy professional needs in a wide range of
sophisticated and demanding tasks.

Exasaples:  Despite obvious strengths,. may exhibit some hesitaney, uncertamty, effort,
or crrors which limit the range of lainguage-use tashs that can be rehably pr dformed.
Typically there is particular strength i fluency and one or more, but not all, of the
following: breadth of levicon, including low-frequency and medim-frequency stems,
especially sociolinguistic/cultural references and nuances of close synomys; struetural
precision, with sophisticated features that are readily. accurately, and appropriately
controlled (such as compley modification and embedding m Indo-European languages);
discourse competenee i a wide range of contexts and tasks, often matehing a native
speaker’s strategic and organizational abilitics and expectations. Occasional patterned
errors oceur in low-frequency and highly comples struetures. (Has been coded $-3+ m
some nonautomated applications.) (Data Code 36]

Speaking 4 (Advanced Professional Proficiency)

Able to use the language fluently and accurately on all levels normally pertinent to
professional nceds.  The individual’s Linguage usage and ability to function are fully
successful Organizes discourse well, nsing appropriate rhetorical speech devices aatne
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cultural references, and understanding. Language ability only rarely hinders him/her in
pertornmngany task requirmg language, yet, the individual w ould seldom be pereeived asa
uatve. Speahs effortlessly and smouthly and is able to use the language with a high degree
ot ettectiveness, relubihity, and precision for all representational parposes w ithin the range
of personal and professional experience and scope of responsibilities Can serve as an
intormal mterpreter m a range of unpredictable circumstances Can perfonn estensive
soplusticated language taskhs, encompassing most matters of interest to well-educated
natne speakers, meluding tashs which do not bear directly on a professional specialty

Examples:  Candiscuss mdetail coneepts which are fundamentally different from those
ot the target culture and make thuse concepts clear and accessible to the native speaker
Smularhy. the mdividual can understaid the details and ramifications of concepts that are
culturally or conceptually different from his, her own. Can set the tone of interpersonal
otticral, serm-officaal, and non-professional verbal exchanges with a representative range
of natve speakers (in a range of vaned audiences, purposes, tasks, and settings) Can play
an effective role among native speakers in such contests as conferences, lectures, and
debates on matters of disagreement. Can advocate a pusition at length, both formally and
i chance encounters, using suphisticated verbal strategies. Understands and reliably
produces shifts of buth subject matter and tone. Can understand native speakers of the
standard and other major dhalects m essentially any face-to-fuce interaction {Has been
coded $-4 in some nonautomated applications.) [Data Code 40]

Speaking 4t (Advanced Professional Proficiency, Plus)

Speaking proficiency 1s regularly superior in all respects, usually equivalent to that of
a well-educated, highly articulate native speaker.  Language ability does not impede
the performance of any language-use tash. However, the individual would not necessarily
be pereeived as cultnrally native.

Examples:  The mdnidual vngamzes discourse well, employing functional rhetorical
speech devices. native cultural references and un’ Ltanding. Effectively applies a native
speaker s soctal and crreunstantial hnowledge . However, cannot sustain that perfonnance
under all arcumstances. W hnle the mdnvidual has a wide range and control of structure, an
occsional non-native ship may oceur. The individual has 2 sophisticated control of
vocabulary and phrasmg that s rarely unprecse, yet there are occasional weaknesses in
ihoms. collquualisis, promunaation, cultural referenee or there may be an occasional
tatlure tonteract ma totally natnve manner. dlas been coded S-4+ insome nonautomated
applications.) [Data Code 46]

Speaking 5 (Functionally Native Proficiency)

Speaking proficiency is 1. .ally equivalent to that of a highly asticulate well-
educated native speaker s .Jd refle ts the cultural standards of the country where the
language 1s natively spoken.  The mdwidual uses the language with complete fleibility
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140 Realizing the Potential of Foreign Language Instruction

and intuition, so that speech on all levels is fully accepted by native speakers m al of its
features. including breadth of vocabulary and idiom, colloguiahsims, and pertinert cultnral
references Pronunciation is typically consistent svith that of w cll-educated native speakers
of anon-stigmatized dialect (Has been coded $-3 in some nomautomated appheations.)

[Data Code 50]

Listening
Preface

The tollowing proticiency level descriptions characterize comprebension of the spoken
langmiage Each of the sis "base levels” i oded 00, 10, 20, 30, 40, and 30) unphies control of
any previous “base levels™ functions and accuracy. The “pluslevel” desymation: (coded 06,
16 26 cte ) will be assigmed when proficiency substantially exceeds one base skill level and
does not fully meet the criteria for the nest “hase level,” The “plus level™ desenptions are
therefore supplementary to the “base level” descriptions.

A <kill level is assigued to a person through an authorized Linguage exammation.
Fxaminers assign alevel on avariety of performance cnterta exemplified m the deseriptive
statements Therefore. the examples given here ilb strate, but do not exhaustively describe,
citherthe skills a person may possess or situations m wlich e, she inay function effectively,

Staterwnts deserib. 2 accuracy refer to tvpical stages m the development of com-
petenee in the most commonly tanght langmiages m formal tramng ps rans, In other
langmnages emernging Competence parallels these  harac ternzations, but often with different
detak

Unless otherwise speaibied. the tenm "native hotener™ refers to natie speakers and
Iisteners of a standard dialect.

"Well-educated,™ in the contest of these profur  deseriptions, does not neces-
sarily mply tormal higher education However, m cultares here formal lngher education
v common, the lagrage-use abihities of pervons who e had sueh education »
considered the staudard That s, such a person mects the contemporary expectations for
the: formnal. caretul style of the language. as well as g range of less fornmal vancties of the
lansnnage

Listening 0 (No Proficiency)

No practical understanding of the spoken language. Understandimg w Inted to
accasinal isolated words with essentially 1o ability to comprebend commmumcation (1o
been coded L0 m some nonautomated applications ) [Data Code 00)

Listening 0+ (Memorized Pro ficiency)

Sufficicnt comprehension to understand a number of smemorized utteranees s arcas
of immediate nceds.  Slight increase 1 utterance lengzth understood bt requres
trecpuent long pasises between understood phrases and repeated requests on the listener s
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part for repetition. Understands with reasonable accuracy only when this involves short
memorized utte;ances or fonmulae. Utterances understood are relatively short in length.
Misunderstandings arise due to gnormg or inaccurately hearing sounds or word endings
(both inflectional and non-mflectional), distorting the original meaning, Can understand
only with difficulty even such people as teachers who are used to speaking with non-native
speakers. Can understand best those statement where context strongly supports the
utterance’s neaning. Gets some main ideas. (Has been coded L-0+ in some nonautomated
applications.) [Data Code 061

Listening 1 (Elementary Pro, ficiency)

Sufficient comprehension to understand utterances about basic survival needs and
minimum courtesy and travel requirements. In arcas of immediate need or on very
familiar topics, can understand siple questions and answers, simple statements and very
simple face-to-face conversations in a standard dialect. These must often be delivered
more clearly than nonmal at a rate slower than normal, with frequent repetitions or
parap hrases (that is, by a native wsed to dealing with foreigners) Once leamed, these
sentences can be vaned for smilar-level vocabulary and grammar and still be understood.
In the majority of utterances, msunderstandings arise due to overlooked or misunder-
stood syntax and other grammatical clues. Comprehension vocabulary inadequate to
understand anything but the mest clementary needs. Strong interference from the
candidate’s native language oceurs, Lattle precision in the information understood owing to
the tentative state of passive grammar and lack of vocabulary Comprehension areas
include basic needs such as meals, lodging, transportation, time, and simple directions
{meluding both route mstructions and orders from customs officials, policemen, ete.)
{ nderstands mam deas. (Has been coded L-1in some nonautomated applications.) [Dat:
Code 10]

Listening 1+ (Elementary Praoficiency, Plus)

Sufficient comprehension to understand short conversations about all survival needs
and limited social demands. Developing flexibility evident in understanding into a
range of circumstances beyond immediate survival needs. Shows spontaneity in under-
standling by speed. although consistency of understanding uneven. Lunited vocabulary
range necessitates repetition for understanding, Understands more common time forms
and most question fonns, some word order patterns, but miscommunication still occurs
with more complex patterns. Cannot sustain understanding of coherent structures in
longer utterances or m unfamiliar situations. Understanding of descriptions and the giving
of preesse infornation s limted. Aware of basic cohesive structures, e.g,, pronouus, verb
inflections. but many are unrehably inderstood. especially if less immediate in reference.
Understanding is largely lumted to a series of short, discrete utterances. Still ha: to ask for
utterances to be repeated. Some abulity to understand facts. (Has been coded L-1+ insome
nenautomated applications.) [Data Code 16]
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Listening 2 (Limited Working Proficiency)

Suffieient comprehension to understand conversations on routine social demands
and limited job requirements. Able to understand face-to-face speech in a standard
dialeet, delivered at a normal rate with some repetition and rewording, by a native speaker
not used to dealing with foreigners, about everyday topics, common personal and fanily
news, well-known current events, and routine office matters through descriptions and
narration about current, past, and future events; can follow essential points of discussion or
speech at an elementary level on topics in his/her special professional field. Only
understands occasional words and phrases of statements made in unfayorable conditions,
forexample through loudspeakers outdoors, Understands factual content, Native language
causes less interference in listening comprehension. Able to understand facts, i.c., the lines
but not between or beyond the lines. (Has heen coded L-2 in some nonautomated
applications.) [Data Code 20]

Listening 2+ (Limited Working Proficiency, Plus)

Sufficient comprehension to understand most routine social demands and most
conversations on work requirements as well as some discussions on concrete topics
related to particular interests and special fields of competence.  Often shows re-
markable ability and case of understanding, but under tension or pressure may break
down. Candidate may display weakness or deficiency due to inadequate vocabulary base
or less than secure knowledge of grammar and syntax. Normally understands general
vocabulary with some hesjtant understanding of everyday vocabulary still evident, Can
sometimes detect emotional overtones, Some ability to understand implications. (Has been
coded L-2+ in some nonautomated applications.) [Data Code 26]

Listening 3 (General Professional Proficiency)

Able to understand the essentials of all speech in a standard dialect including
technical discussions within a special field. Has effective understanding of face-to-
face speech, delivered with normalclarity and spoed in a standard dialect, on general topics
and areas of special interest: understands hypothesizing and supported opinions. Hag
broad enough vocabulary that rarely has to ask for paraphrasing or explanation, Can
follow accurately the essentials of conversations between educated native speakers,
reasonably clear telephone calls, radio broadeasts, news stories similar to wire service
reports, oral reports, some oral technical reports and public addresses on non-technical
subjects; can understand without difficulty all forms of standard specch concemning a
special professional field, Doces not understand native speakers if they speak very quickly or
use some slang or dialeet. Can often detect emotional overtones, Can understand
implications. (Has been coded L-3 in some nonautomated applications,) [Data Code 301
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Listening 3t (General Pro fessional Precficiency, Plus)

Comprehends most of the content and intent of a variety of forms and styles of
speech pertinent to prof essional needs, as well as general topics and social conversa-
tion. Ability tocomprehend many sociolinguistic and cultural references. However, may
1mss some subtleties and nuances. Increased ability to comprehend unusually complex
structuresm lengtl  utterances and to comprehend many distinctions in language tailored
for different audie wes. Increased ability to understand native speakers talking quickly,
using nonstandard dialect or slang; however, comp hension ot complete. Can discen
some relationships among sophisticated listening materials in the context of broad
experience. Can follow some unpredictable tums of thought readily in, for example,
informmal and formal speeches covering editorial, conjectural, and literary material in
subject matter areas directed to the general listener. (Hlas been coded L-3+ in some
nonautomated applications.) [Data Code 36]

Listening 4 (Advanced Professional Proficiency)

Able to understand all forms and styles of speech pertinent to professional
needs. Able to understand fully all speech with extensive aud precise vocabulary,
subtleties and nuances n all standard dialects on any subject relevant to professional needs
within the range of is/her expenence, including social conversations; all intelligible
broadcasts and telephone calls; and many kinds of technical discussions and discourse.
Understands language speafically tailored (including persuasion, representation, coun-
seling, and negotiating) to chfferent audiences. Able tounderstand the essentials of speech
msomenon-standard dialects. Has difficulty understanding extreme dialect and stang, also
munderstanding speech m unfavorable conditions, for example through bad loudspeakers
outd oors. Can discem relationships among sophisticated listening materials in the context
of broad expenence. Can follow unpredictabie tumns of thought readily in, for example,
mformal and formal speeches covering editorial, conjectural, and literary material in any
subjectmatter directed to the general hstener. (Has been coded L-4 in some nonautomated
applications.) [Data Code 40]

Listening 4+ (Advanced Professional Proficiency, Plus)

Increased ability to understand extremely difficult and abstract speech as well as
ability to understand all forms and styles of speech pertinent to professional nceds,
including social conversations. Increased ability to comprehend native speakers using
extreme nonstandard dialects and slang, as well as to understand speech in unfavorable
conditions. Strong sensitwity to sociolinguistic and eultural references Accuracy is elose to
that of the well-educated native hstener but still not equivalent. (Has been coded Le4+ in
<ome nonautomated applications.) [Data Code 46]
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Listening 5 (. Functionally Native Proficiency)

Comprehension equivalent to that of the well-educated native listener. Able to
understand fully all forms and styles of speech intelligible to the well-educated native
listener, including a number of regional and illiterate dialects, highly colloquial specech and
conversations, and discourse distorted by marked interference from other noise. Able to
understand how natives think as they create discourse. Able to understand extremely
difficult and abstract speech (Has been coded L-5 in some nonautomated applications.)
(Data Code 50)

Reading

Preface

The following proficiency level descriptions characterize comprchension of the written
language. Each of the six “base levels™ (coded 00, 10, 20, 30 40, and 50) implics control of
any previous “hase level's™ functions and accuracy. The “pluslevel™ designation (coded 06,
16. 26, ete.) will e assigued when proficieney substantially exceeds one base skilllevel and
does not fully meet the criteria for the next "base level.” The “plus level” descriptions are
therefore supplementary: to the *“hase level” descriptions.

A skill level is assigued to a person through an authorized language examination.
Examiners assign alevel on a varicty of performance enteria exemplified in the deseriptive
statements Therefore, the examples given here illustrate, butdo not exhaustively describe,
cither the skills a person HEW possess or situations in which he/she may function cffectively.

Statements describing accuracy refer to typical stages in the development of compe-
tence in- the most commonly taught languages in formal training programs. In other
languages, emerging competence parallels these characternizations, but often with different
details,

Unless otherwise specified. the term “natiy e reader” refers to mative readers of a
standard dinleet,

"Well-educated,™ in the content of these proficiency desenptions, does not sce-
essarily imphy formal higher education. However, in cultures where formal higher
education is common. the language-use abilities of bersons who have had sneh education is
considered the standard. That is. such a person meets the contemporary expectations for
the fonmal, carctul stvle of the language., as well as a range of less formal vaneties of the
language,

Inthe following deseriptions a standard set of text-typesis associated wath cach kevel,
The text-ty pe is generally characterized in each deseriptive statement.

The word “read,™ in the contest of these proficiency deseriptions. means that the
personat a given skill level can thoroughly inderstand the communicative mtent i the teat-
types deseribed In the usual case the reader could be expeeted to make a full representa-
tion. thorough summary. or translation of the text into English.

Other useful operations can be performed on written texts that do not require the
ability to “read,” as defined above, Examples of such tasks which people of a given okill
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level may reasunably be expected to perform are provided, when appropriate, in the
descriptions.

Reading 6 (No Proficiency)

No practical ability to read the language. Cunsistently misunderstands or cannot
comprehend at all. (Hus been coded R-0msome nonautomated applications ) [Data Code

00]
Reading 0+ (Memorized Proficiency)

Can recognize all the letters in the printed version of an alphabetic system and high-
frequency clements of a syliabary or a character system.  Able to read some or all of
the tollowmg: numbers,soluated words and phrases, personal and place nimes, street sigus,
athee and shop designations, the above often interpreted inaceurately. Unable to read
comeeted prose, (Eas been coded R0+ msome nonautomated applications ) fisata Code

06]
Reading 1 (Elementary Proficiency)

sufficient comprehension to read very simple connected written material in a form
equivalent to usual printing vescript. Can read either representations of familiar
formulie verbal exchanges s sunple language containing only the highest-frequency
structurdl pattems and vocabulary, mcluding shared international vocabulary items and
cognates ywhen appropriatey. Able to read and understand known language clements that
have been recombimed mnew ways to achieve different meanings at a similar level of
amphaty. Lexts way melude sunple narratives of rowtine behavior; highly predictable
deserptions of people, places, or thigs, and explanations of geography and government
uch as those smuphtied for tounsts, Sume rensunderstandings pussible on simple texts Can
get some mam 1deas and locate promment itenes of professional significance in more
comples teats. Can dentify general subject niatter in some authentic texts, (Has been
coded R-1 in some nonautomated applications.) [Data Code 10]

Reading 1+ (Elementary Proficiency, Plus )

sufficient comprehension to understand simple discourse in printed form for in-
formatve social purposes.  Cant read material such as announcenents of public events
smple prose contammg iographca mformation or narration of events, and straightfor-
ward newspaper headlimes. Can guess at unfamiliar vocitbulary if highly contextualized,
but with chfficulty m enfanuhar conteats. Can get some mdin ideas and locate routine
mtormation of professional syguficance manore complex tests. Can follow essential points
of written diseussiont at an elementary level on topics in his/her special professional ficld
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In cammonly tanght lguages, the individual ntay not control the structure well. For
example, basic grammatic! relations are often misinterpreted, and temporal references
may rely primarily anlexicalitems as time indicators. Has some difficulty with the cohesive
factorsin discourse, snch as matching pronouns with referents. May have to read matersals
several times for nnderstanding. (Has been coded R-14 in some nonantomated =,sphea-
tions.) [Data Code 16]

Reading 2 (Limited Working Proficiency)

Sufficient comprehension to read simple, authentic written material in a form
equivalent to usual printing or typescript on subjects within a familiar context. Able
to read with some misunderstandings straightforw ard, famihar, factnal materal, but in
general insufficiently experienced with the language to draw inferences directly from the
linguistic aspeets of the text. Can locate and understand the smain ideas and details in
material written for the general reader. However, persons who have professional knowl-
edge of a subject may be able to summarize or perforn sorting and locating tasks with
written texts that are well beyond their general proficiency level. The imdwidnal can read
uncomplicated, but anthentic prose on familiar subjects that e normally presented m a
predictable sequence which aids the reader in understanding. Texts may melude deserip-
tians and narrations in cantest such as news items describing frequently ocenrning events,
simple biographical informatian, social notices, formulaic busmess letters, and simple
technical material written far the general reader. Generally the prose that ean be read by
the individual is predominantly in straightforw ard, high-frequency sentence pattems. The
individual does not have a broad active vocahulary (that is, which he/she recagnizes
immediately an sight), but is able to use contextual and real-world cues to rderstand the
text Characteristically, however, the indiv idual is yuite slow in performing such a process.
He/she is typically able to wnswer factual questions abont anthentic texts of the types
described above (Has been coded R-2 in some nonantomated appheations.) [Data Code
20]

Reading 2+ (Limited Working Proficiency, Plus)

Sufficient comprehension to understand most factual material in non-technical prose
as well as some discussions on conerete topics related to special professional
interests. Is markedly more proficient at reading materials on a funithar topie. Is able to
separate the main ideas and details from lesser ones and nses that distinction to advance
understanding The individual is able to nse linguistic conteat and real-world knowledge to
make sensible guesses abont infamniliar material. Has a broad active reading vocabnlary.
The individnal is able to get the gist of main and subsidiary ideas m texts whieh canld only
be read thoronghly by persons with much higher proficiencies. Weaknesses inelide
slowness, uncertainty, inability to discern mance aid/or intentionally disgused meanmg.
(tlas been coded R-2+ in some nonantomated applications.) [Data Code 26)
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Appendix B: ILR Skill Level Descriptions 147
Reading 3 (General Professional Proficiency )

Able to read within a normal range of speed and with almost complete comprehen-
sion a variety of authentic prose material on unfamiliar subjects.  Reading ability is
not dependent on subject matter knew ledge. although itis not expected that the individual
can comprehend thoroughly subject matter which is highly dependent on cultural
knowledge or which 1 outside hus/her general experience and not accompanied by
explanation. Teat-typesmck=1 ewsstories similar to wire service reports or international
news items m major penodicals routine correspondence, general reports, and technical
materal m s/her professional eld. all of these may include hypothesis, argumentation,
and supported opimons. Misn ading rare. Almost alwavs able to interpret material
correctly, relate ideas, and “r ad between the lines™ (that is, understand the writer's
umphcit ntents m texts of the abow. types). Can get the gist of more sophisticated texts, but
may be unable to detect or understin.d subtlety and nuance. Rarely has to pause aver or
reread general vocabulary. However, anay experience some difficulty with unusually
complea structure and low-frequency idioms. {Has been coded R-3in some nomatomated
applications.) [Data Code 30]

Reading 3+ (General Professional Proficiency, Plusj

Can comprehend a variety of styles and forms pertinent to professional needs.  Rarely
musimterprets such teats or rarely experiences difficulty relating ideas or making inferences.
Able to comprehend many sociolmgustic and cultural references. However, may miss some
nuances and subtleties. Able to comprehend a comsiderable range of intentionally complex
structures. low-frequency idioms, and uncommon connotative intentions; nowever,
accuracy 1s notcomplete. The mdwidual 1s typically able to read with facility. understand,
and appreciate contemporary expository, technical. or literary teats which do not rely
heavily on slang and unusual idioms. (11as been coded R-3+ in some nomatomated
applications.) [Data Code 36]

Reading 4 (Advanced Professional Proficiency )

Able to read fluently and accurately all styles and forms of the language pertinent to
professional needs.  The mdmidual’s experience with the written language is extensive
enough that hezshe s able to relate inferences in the teat to real-world knowledge and
understand almost all sociolmguistic and cultural references. Able to “read beyand the
Imes” (that 15, to understand the full ramifications of teats as they are situated in the wider
cultural, political, or social enviromnent). Able to read and understand the intent of
writers' use of nuance and subtlety. The individual can discern relationships amang
sophisticated written matersals m the context of broad experience. Can follow unpredict-
able tuns of thought reachly m, forexample, editorial, conjectural, and literary texts inany
subject matter area directed to the general reader. Can read essertially all materials in his/

O
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her special field. including official and professional documents and correspondence,
Recognizesall professionally relevant v ocabulary known to the educated non-professional
native, although may have some difficulty with slang. Can read reasonably legible
handwriting without difficulty Accuracy is oftea nearly that of a well-edueated native
reader (Has heen coded R-4 in some nonautomated appheations,) [Data Code +10)

Reading 4+ (Advanced Professional Proficiency, Plus ')

Nearly native ability to read and understand extremely difficult or abstract prose, a
very wide variety of vocabulary, idioms, colloquialisms, and slang.  Strong sensitivaty
to and underst: wling of sociolinguistic and cultural references. Little difficulty m reading
less than tully legble handwriting. Broad ability to “read beyvond the lmes™ (th  to
understand the full ramifications of tests as they are situated mthe wider cultural, pohtical.
or social environment is nearly that of a well-read or well-educated native reader.
Accuracy is close tothat of the well-educated native reader, but not equi alent. (1as been
coded R-+ in some nonautomated appiications.) [Data Code 16}

Reading 5 (Functionally Native Pro ficiency)

Reading proficiency is functionally equivalent to that of the well-educated native
reader.  Ciunread extremely ditficult or abstract prose, for example, general legal and
techical as well as highly colloquial writmgs Able to read literary teats, typically
including conteimporary avant-garde prose, poetry, and theatrical wnting, Can read
classical/archaic foms of literature with the same degree of facility as the weil-educated.
but non-specialist mative: Reads and understands widevanety of vocabulary and idioms,
collocialisms, sk, and pertinent cultural references Witls vary mg degrees of ditficulty,
can read all kinds of handwnitten documnents Accuracy of comprehension equnalent to
that of a well-educated mative reader (Has beon coded R-5 in sonie nonautomated
appheations j [Data Code 50)

Writing

Preface

The follow ing proticiency I seldesenptions charactenize wrtten lagmage use. ach of the
six "base v els™ (coded 00, 10, 20, 30, 40, and 50) implies control of am previous “hase
level s tunctions and accuracy The “phus level™ desigmation eoded 06, 16, 26, cte) will be
assmed when proficiency substantially execeds one base skill fevel and does not fully meet
the eritera for the nest “base level * The “plus level” descriptions are therefore supplemen-
tary to the “base level™ deseriptions.

A skill lvel s assigued to a person through an authorzed language examunation,
Examiners assign alevel ona varety of perfonnance critenia exemplified m the desenptive
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statements. Theretore, the examiples given here illustrate, but do not exhaustively deseribe,
cither theskills apersonmay possess or situations in which he/she may function effectively

Statements deseribmg accuracy sefer to typical stages in the development of compe-
tence w the most commonhy taught langueges in formal training programs In other
Lngnages, cimenang competence parallels these cha racterizations, but often withdifferent
details.

Unless othenwise specthied, the term "nane writer” refers to native writers of a
standard dialect

“Well-educated.” m the conteat of these proficiency descriptions. does not neees-
sartly, imply formal agher education. However, m cultures where formal Ligher education
» common. the language-nse abiliies of persons who have had such education is
conudered the standard. That s, such a personineets the contemporary expectations for
the formal. caretul stvle of the language, as well as a range of less formal varieties of the
langage

Writing 0 (No Proficiency)

No functional writing ability.  (Has been coded W-0.m some nonautomaed applica-
tons 3+ {Dara Code (0]

Writing 0+ (Memorized Proficiency )

Writes using memorized material and set expressions.  Can produce symboals in an
alphabene or svllabie wntmgg system o1 50 of the most common characters Can write
numbers and dates, own name, nationality, address, et such as on a hotel registration
form Otherwe. ability o wate s lmnted to sanpie lists of common items suct as a fow
hortsentences Spellig and even repres mtation of svmbols (etters, syllables, characters)
may be meorreet iHlas been coded W-04 11 some nonautomated applications ) [Data
Coxle 06]

Writing 1 (Elementary Proficiency )

Hos sufficient control of the writing system to meet smited practical needs.  Can
create by wnting statements and questions on topics very familiar to himy/her within the
scope of ns/her Tmnted languagie experseni Writing vocabulary is inadegnate to espress
anythmg but clementary needs, wrtes m simphe «ntences making continual errors in
pellmg, grammar, and punctaation bt wnting can De read and understood by anative
reader used to dealing with forenquers attemipting to write his/her langmage Writing tends
to be « loose collection of sentences (or fragments) on a given topic and provides little
evidence of consctous organzation. While topies which are “very familiar” and clemen-
tary needs vary considerably from mdnadual to individual, any person at this level should
De able to wrte simple phone imessages, escuses, notes to service people, and simple notes
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150 Realizing the Potential of Foreign Language Instruction

to friends. (800 1000 characters controlled.) (1as heen coded W-1 m some nonautomated
applications.) [Data Code 10]

Writing 1t (Elementary Proficiency, Plus )

Sufficient control of writing system to meet most survival needs and limited social
demands.  Cun create sentences and short paragraphs related to most survival needs
(food lodging, transportation, immediate surroundings and situations) and funited social
demands Canexpress fairly accurate present.and future time. Can produce sone past verh
forns but not always accurately or with correct usage. Can relate personal Instory, discuss
topics such as daily life, preferences, and very familiar material. Shows gcod control of
elementary vocabulary and some control of basic syntactic patterns but major errors stll
oceur when expressing more complex thoughts. Dictionary usage may still yield meorrec ¥
vocabulary or forms, although the individual can use 4 dictionary to advantage to express
simpleideas Generlly cannot use basic colesive elements of discourse to advantage (such
as relative constructions, object pronouns, connectors, ete.). Can take notes m some detal
on familiar topics, and respond to personal questions using elementary vocabulary and
common structures Can write simple letters, summaries of bographical data, and work
experienee with fair accuracy Writing, the ugh aulty, is comprehensible to native speakers
used to dealing with foreigners. 1las been coded W-14 ia some nonantomated apphea-
tions.) [Data Code 16]

Writing 2 (Limited Working Proficiency)

Able to write routine social correspondence and prepere documentary mater.zl:
required for most limited work requirements. Has w riting vocabnlary sufficient to
express himself/herself simply with som. circnmlocutions. Can write simply about avery
limited number of current events or daily situations. Still makes common errors n spelling
and punctuation but shows some control of the most common formats and punctuation
conventions Good control of momphology of language (m mflected languages) and of the
most frequently nsed syntaetic structures. Elementary constructions a-e usuilly handled
quite accurately and writing is underst.ndable to a native reader not used to reading thy:
writing of foreigners Uses a limited nuanber of cobesive devices, (Ias been eoded W-2m
some nonautomated applications.) [Data Code 20)

Writing 2+ (Limited Working Proficiency, Plus)

Shews ability to write with some precision and in some detail about most topics.  Can
write about concrete topics relating to particulur interests and special fields of competence.
Often shows surprising fluency and ease of expression but under tune constramts and
pressure language nay be inaceurate and/or incomprehensible. Generally strong n either
granunar or vocabulary but not in hoth. Weaknesses or unevenness i one of the foregoing
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orin spellmg resultm occasional iscommunication. Areas of weakness range from simple
constructions such as plurals, articles, prepositions, and regatives to more complex
structures such s tense usage, passive constructions, word order, and relative clanses,
Nomnally controls general vocabulary with ¢ame misuse of sveryday voeabulzry evident
Shows a hited abiity o use crcumlocutions. Uses dictionary to advantage to supy ly
al presented orally and hanclle

uknown words. Gan take farrly accurate notes an maten
with faur accuracy most social correspondence. Writing is understandable to native
speakers not used to dealing ». th foreigners” attempts to write the language, thoughstyleis
atill ohwioushy foreim. G fas been coded W-2+ in some nonautomated applicat.ons.) [Data
Code 26]

Writing 3 (General Pro fessional Proficiency )

Able ta use the language effectively inmost formal and informal written exchanges on
practical, social, and professional topics.  Can write reports, sunumnaries, short library
research eapers on enrrent events, on particular areas of interest, or on special ficlds with
reasonable case. Control of structure, spelling, and general vocabulary is adequate to
conver his/her mes e acenrately Dut style may be obviously foreign. Errors virtually
pever mterdere wath comprehension and rarely disturh the native reader. Punctuation
generally controlled. Emplovs a full range of structures. Control of grammar good with
only sperachie errors m basie structures, occassonal errors in the most complex frequent
structures, and somewhat more frequent errors in low-frequeney comiples structures,
Consistent control of compound and comple senteres. Relationship of ideas is consis-
tently elear. (1las heen coded W-3 m some nonantormated applications.) {Data Coue 30]

Writing 3+ (General Professional Proficiency, Plus, )

Able to write the language in a few prose styles pertinant to professionaVeducational
needs.  Not always able to tarlor language to suit audience. Weaknesses may lie in poor
control of low-frequency comples structures, vocabulary, or the ability to express
whtleties and nuanees. May be able to write on some topics pertinent to professional/
educational needs. Orgamzation may suffer e to a lack of vanety in organizational
patterns or mvariety of coliesive devices. (Has been coded W-3+ insomie nonautomated
applications,) (Data Code 36]

Writing 4 (Advanced Professional Proficiency, )

Able to write the language precisely and accurately in a varicety of prose styles
pertinent to professional educational needs. Errors f grammar are rare including
those m low-freqqueney complea structures. Consistently able to tailor language to suit
andience ad able to express subtleties and nuances. Expository prose is clearly, consis-
tently. and exphetly orgameed. The wnter eploys a variety of organizational patterns,
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uses a wide variety of cohesive devices such as ellipsis and parallelisms, and subordinates in
a variety of ways. Able to write on zll topics nonnally pertinent to professional/
educational needs and on social issues of a general nature. Writing adequate to express all
his/her experiences. (Hx been coded W-d in some nonautomated applications.} [Data
Code 40]

Writing 4+ (Advanced Professional Proficiency, Plus)

Able to write the language precisely and accurately in a wide variety of prose styles
pedtinent to professional/educational needs. May have some ability to edit but not in
the full range of styles. Has some flexibility within a style and shows some evidence of ause
of sty listic devices. (1as been coded W=+ in some nonautomated applications.) [Data
Code 16)

Writing 5 ( Functionally Native Proficiency)

Has writing proficiency equal to that of a well-educated native. Without non-native
errors of structure, spelling, style, or vocabulary can write and edit both formal and
informal correspondence, official reports and docinnents, and professional/educational
articles including writing for special purposes which might inchide leggal, technical,
educational, literary, and colloquial writing, In addition to being clear, evplicit, and
informative, the writing and the ideas are also imagginative. The writer employs a very wide
range of stylistic devices. i fas heen coded W-3in somenonautomated applications.) [Data
Code 50]

July 1985

These deseriptions were approved by the Interagency Langnage Roundtable, consisting of
the following agencies,.

Department of Detense Federal Burcan of hinestigation
Department of State ACTION Peace Coms
Central Intelligence Agency Atenes for Intemational I daelopment
Nattonal Sceurity Agency Office of Pervonnel Managerent
Department ot the Intenior Inmagration and Naturahzation Service
National Institutes of Hy il Department of Education
National Seience Foundation LS. Custons Serviee
Departinent of Agri alture S Information Agern
Drug Entorcement Admmstration Library of Congress
) Radii WS
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Appendix C:
Government vs. ACTFL
Rating Scales

Government Academic :
i+ (ACTF. S finition
(FSI) Scale (ACTFL/ETS) | Definitio
| Scale !
53 "Natwe 1 Able to speak like an educated uative speaker
. " Superior . Able to speak the language with sufficient
4 ' | structural accuracy and vocabulary to
3+ 1 participate cffectively in most formal and
3 . informal conversations
Rad ; Advanced Pl . Able to satisfy most work requireients and
* show some ability to commmicate on
concrete topics
2 ey . Able to satisfy routine social damands acl
' Timited work requirements
1+~ It « ~Ihigh  Able to satisfy most survival needs and some
. lunited social demands
1 termediate Mid - Able to satisfy somie survival needs and some
 limited social demands
"ntermediate Low | Able to satisfy basic survival needs and
‘ | miniimum courtesy requirements
0+ “Novice-High I Able to satisfy immediate needs with leamed
. utterances
0  Noviee Mid Able to operate in only a very limited
! capacity
I N\oviee Low Unable to function in the spoken language
! 0 No ability whatsoever in the language

sorrce udith b LskmeGasparra. ETS Oral Profisency Testing Manual {Pranceton, NJ Educa-
Uoteal lestmgt Serviee, 1982) Reprinted by permssion of Edu ational ‘Testmngg Service, the

coprnght owner
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Central States Conference Proceedings

Published annually in conjunction with the
Central States Conference on the Teaching of Foreign Languages

REALIZING THE POTENTIAL OF FOREIGN LANGUAGE INSTRUCTION
ed. Ervin (1990)

DEFINING THE ESSENTIALS FOR THE FOREIGN LANGUAGE CLASSROOM
ed. McAlpine (1989)

SHAPING THE FUTURE OF FOREIGN LANGUAGE EDUCATION
ed. Lalande (1988)

PROFICIENCY, POLICY, AND PROFESSIONALISM IN FOREIGN LANGUAGE
EDUCATION ed. Birckbichler (1987)

SECOND LANGUAGE ACQUISITION PREPARING FOR TOMORROW
ed. Snyder (1986)

MEETING THE CALL FOR EXCELLENCE IN THE FOREIGN LANGUAGE
CLASSROOM ed. Westphal (1983)

STRATEGIES FOR FOREIGN LANGUAGE TEACHING
COMMUNICATION ® TECHNOLOGY ® CULTURE  ed. Westphal (1984)

THE FOREIGN LANGUAGE CLASSROOM NEW TEC HNIQUES
ed. Garfinkel (1983)

ESL ANXD THE FOREIGN LANGUAGE TR HER ed. Garfinkel (1982)

A GLOBAL APPROAC H 1O FORLIGN LW UNGT EDUC VIION
ed. Conner (1931)

NEW FRONTIERS IN FORTIGN LANGUANGE EDUC MTON
cd. Conner (1980)

T \CHING THE BASICS IN THL FORFIGN LAaNGUAGE CLANSROOM
ed. Benseler (1979)

Ti W HING TOR TOMORROW IN THI FOREIGN LANGUNGL CLANSROOM
ed. Baker (1978)

PERSONALIZING FORLIGN LANGUAGE INSTRUC TION
LEARNING SEYLES AND TEACHING OPTIONS cd. Schulz (1977)

TT \CHING FOR COMMUNICNHON 1N FHT FOREIGN LANGUAGE
CLASSROOM ed. Schulz (1976)

THE CULIURI RIVOLU THON Iy FOREIGN LANGUNGL T ACHING
cd. Latayette (1975)

CAREFRS CONMMUNICMION & CUETURF ed. Grittner (19743

Tor further information or a current catalog, write

National Textbook Company
a division ot NTC Publisking Grengs
425% West Touhy Avenue

NIG Lincolnwood, inois 611646-1975 U.S.A.
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